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Abstract 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  As the researcher, I collected 
data from Black second-generation alumnae of predominantly White public universities 
in Florida to examine how their intersecting identities (i.e., race, gender, and educational 
status) and use of metaphorical capital (i.e., social, cultural, and human capital) 
influence their transition.  The conceptual framework for this study is based on the 4 S’s 
of Schlossberg’s Transition Model as well as emerging adulthood, forms of capital, and 
the intersecting identities of race, gender, and education status. Two research questions 
guided the study: how do Black second-generation alumnae describe the influence of 
their intersecting identities during their college-to-career transition in the developmental 
phase of emerging adulthood; and how do Black second-generation alumnae describe 
the influence of metaphorical capital during their college-to-career transition in the 
developmental phase of emerging adulthood?  
Data collection methods consisted of demographic questionnaires, semi-
structured interviews, participant journals, the researcher’s reflexive journal notes, and 
participant-selected artifacts (e.g., documents, pictures, and publications).  The thematic 
analysis generated three major themes: expectations, epiphany, and experience.  
These three themes included discussions of the factors in decision making, common 
characteristics/attributes, life transitions, preparation beyond academics, networking 
 viii 
and work experience.  Implications for practitioners and policy makers are presented.  
This study contributes empirical research on transition theory and Black women in 
developmental phase of emerging adulthood.  It also adds to the body of literature on 
Black college graduates who were not first-generation college students, a group rarely 
studied, and their college-to-career transition from a predominantly White institution in 
the State of Florida University System. 
 1 
 
 
Chapter 1 
Introduction 
Many young adults attain postsecondary education or training to facilitate a 
successful transition into the workforce.  Even though the number of first-generation 
college students enrolled in college continues to grow, most young adults who complete 
an undergraduate degree program as their postsecondary education and training have 
college-educated parents (Redford & Hoyer, 2017).  The education level of a parent or 
parents not only plays a major role in the academic success of their offspring (Hertel, 
2010), but that parental education status can breed the metaphorical capital that 
enables their offspring to navigate their educational pursuits (Dumais & Ward, 2010; 
Workman, 2015) and career opportunities (Blackmon & Thomas, 2014).  Individual 
characteristics and familial background form a perceived social status that yields certain 
forms of capital that are transmitted and rewarded by the educational system and the 
workforce (Dumais, 2002; Xu, 2013).  Emerging adulthood, a developmental phase from 
18 to 29 years of age, is a period of adjustment where young adults settle into their 
personal and professional identities (Arnett, 2000; 2007; Super, 1980).  For college-
educated Black people in the U.S., their intersecting identities of race, gender, and 
education status can subject them to prejudices, stereotypes, microaggressions, and 
other forms of covert and overt racism which impact the lives of Black individuals at 
every level of education and the workplace (Howard, 2010; Marsh, 2013; Robinson-
Wood et al., 2015; Souto-Manning & Ray, 2007; Spalter-Roth, 2007).  Despite these 
 2 
challenges, the number of Black graduates with a bachelor’s degree increased by 
45.8% between the 2003-2004 and 2013-2014 academic years (National Center for 
Education Statistics, 2018).  Black college graduates, or alumni, may use intangible 
forms of capital cultivated in their personal, academic, and professional experiences to 
navigate their college-to-career transition to achieve success in the workforce. 
There is a plethora of research about college preparation, adjustment to college 
life, and career experiences from multiple facets of Black identities such as racialized 
experiences (Celious & Oyserman, 2001; Neblett, Bernard, & Bank, 2016), gendered 
experiences (Harper & Nichols, 2008; Wiebold & Spiller, 2017; Kennedy, 2012; Koonce, 
2012), socioeconomic status (Cole & Omari, 2003; Fisher, 2015; Lareau & Cox, 2011), 
and as first-generation college-students (Dumais & Ward, 2010; Nichols & Islas, 2016; 
Pascarella, Wolniak, Pierson, Terenzini & Schuh, 2003; Woosley & Shepler, 2011).  
However, scholarship on the college-to-transition of Black alumni with college-educated 
parents is scant.  According to Evans, Fornery, Guido, Patton, and Renn (2009), the 
use of Schlossberg’s Transition Model can provide keen insight on life transitions for 
traditional-aged undergraduates and people of color.  To illuminate the college-to-career 
transition for Black alumni with college-educated parents, I completed a qualitative 
study to describe the college-to-career transition of Black second-generation alumnae 
(i.e., female offspring of parents who are first-generation college graduates) in emerging 
adulthood as shaped by their intersecting identities (i.e., race, gender, and educational 
status) and metaphorical capital (i.e., social, cultural, and human capital). 
 3 
Background and Rationale of the Study 
The development and cultivation of transferrable life skills during emerging 
adulthood helps young adults become well-adjusted, self-sufficient, and economically 
independent adults (Bridgstock, 2009; National Research Council, 2012).  These skills 
contribute to students’ ability to demonstrate social, cultural, and professional 
competence in educational settings and in the workplace.  Educational institutions and 
the labor market are microcosms of society where an understanding of the dominant 
culture is an advantage (Bristol & Tisdell, 2010; Dumais & Ward, 2010; Hubain, Allen, 
Harris, & Linder, 2016).  According to Bristol and Tisdell (2010), without capital 
transmitted from parents, the career development process for students may be more 
difficult. While there may be advantages for Black alumni who come from a household 
with a college-educated parent, existing literature on Black alumni presents a gap in 
interventions and supports that could facilitate a successful college-to-career transition 
for these graduates.   
Parents transmit social and cultural capital in childrearing practices, and capital is 
further cultivated through educational experiences (Bourdieu, 1986/2011; Dumais & 
Ward, 2010; Lareau & Cox, 2011).  However, Murray-Johnson (2013) asserts the 
heterogeneity of the Black experience is not fully acknowledged by members of society 
and often not addressed within boundaries of intersecting identities based on their race, 
gender, and family’s legacy of college attendance (i.e., education status).  Although they 
are a subgroup within a historically marginalized and underrepresented racial group, 
Black individuals with college-educated parents are not seen as categorically at-risk 
based on socioeconomic and academic measures (Vivian, 2005).  The perceived 
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privilege attributed to the offspring of a college-educated parent is not enough to move 
Black second-generation alumni from the socioeconomic and sociocultural margins of 
society.  Despite the metaphorical capital gained from their college-educated parents, 
Black second-generation alumni experience academic, familial, and personal 
challenges like others, yet literature that describes how they cope with the college-to-
career transition is limited. 
There is a positive relationship between cultural capital and the completion of a 
four-year college degree for both first-generation and second-generation college 
students (Dumais & Ward, 2010). Yet Black second-generation alumni still face 
challenges that influence their college-to-career transition as members of a 
marginalized racial group (Jayakumar, Vue, & Allen, 2013; Johnson-Bailey, 2002; 
Palmer & Johnson-Bailey, 2008).  Hodges and Isaac‐Savage (2016) acknowledge that 
the absence of White privilege stirs an insecurity to navigate the lived experience as a 
Black individual, which is a reality for many people of color.  Race relations in 
educational settings and the workplace mimic the structural power inequities in U.S. 
society (Bristol & Tisdell, 2010; Howard, 2010).  Career success can be shaped by the 
perception of an individual’s intersecting identities and the use of metaphorical capital in 
the college-to-career transition. 
Statement of the Problem 
There is a gap in the literature about the college-to-career transition of Black 
second-generation alumni in emerging adulthood.  Carter, Locks, and Winkle-Wagner 
(2013) note that individuals with college-educated parents are not discussed as 
frequently as those who do not have a college-educated parent when determining the 
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distribution of resources and support from educational institutions or educational 
advocacy groups and organizations. Many institutions and individuals in the U.S. 
believe Black people with a college-educated parent are privileged (Jayakumar et al., 
2013).  There is an assumption that Black alumni who were raised in families with 
college-educated parents are better equipped for college and career transitions and, 
therefore, do not need the interventions and supports designated for first-generation 
college students (Lareau & Cox, 2011; Nichols & Islas, 2016; Thomas, 2015).  This is 
problematic because although second-generation college students may generally have 
other forms of capital deemed valuable based on the dominant culture’s norms in the 
U.S., Black second-generation alumni still face obstacles as members of a racially 
marginalized group. 
More specifically, Black students and graduates with college-educated parents 
must still contend with potential challenges related to the intersecting identities of race, 
gender, and education status (Burns & Garcia, 2017; Celious & Oyserman, 2001; Cole 
& Omari, 2003; Thomas, 2015).  Black individuals are among people of color who are 
racially marginalized in educational and career settings due to systemic and structural 
racism (Ladson-Billings & Tate, 1995).  Research shows that even when Black 
individuals assimilate, they still may be susceptible to racism and other forms of 
oppression that keeps them from attaining educational and career success. 
College and career-related transitions can affect the roles, relationships, and 
routines for college students and graduates (Barclay, 2017).  Specifically, African 
American individuals experience more stress than White students in the college-to-
career transition because, as Zhang and Smith (2011) noted, personal and 
 6 
demographic characteristics influence the students’ perceptions of their transition.  
Further, Barclay (2017) acknowledges that “transition prompts individuals to formulate 
new assumptions about themselves and their future” as the “shift or overhaul of roles 
and identities, comes with a dissonance through which individuals must negotiate as 
they regain clarity in their roles and where they belong” (p. 24).  Black second-
generation college graduates constantly negotiate their place between their 
marginalized-yet-privileged identities in educational pursuits and career development.  
More research on the role of the intersecting identities and metaphorical capital for 
Black second-generation alumni in emerging adulthood can provide insight on possible 
interventions and supports for their college-to-career transition. 
Purpose of the Study 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  I explored data from Black 
second-generation alumnae (i.e., Black women whose parents are first-generation 
college graduates) to examine how their intersecting identities (i.e., race, gender, and 
educational status) and use of metaphorical capital (i.e., social, cultural, and human 
capital) influence their transition.  Black alumni come from diverse academic, cultural, 
and socioeconomic backgrounds and Black second-generation alumni can still face 
challenges in college-to-career transition due to prejudices related to race and 
perceived socioeconomic status (Hope, Hoggard, & Thomas, 2015; Mitchell, 2017; 
Thomas, 2015).  Therefore, this research illuminates the college-to-career transition of 
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women from a perceivably privileged group within a racially marginalized population in 
the U.S. 
Programs that cater to the needs of people from marginalized racial groups and 
traditionally underrepresented groups are sponsored by community-based 
organizations, educational institutions, and the federal government.  Merit-based 
programs, need-based programs, and other initiatives are designed to mitigate issues of 
prejudices, racism, discrimination, income inequality, or any combination of these issues 
contribute to systemic injustices (Goldrick-Rab, Kelchen, Harris, & Benson, 2016; 
Turner & Thompson, 2014; Ward & Tierney, 2017).  Many institutions house career 
service centers to guide and assist students and graduates with the college-to-career 
transition.  With more insight on the needs of Black college graduates in the college-to-
career transition, career service centers may provide those graduates with a stronger 
sense of support and relevant resources (Falconer & Hays, 2006; Rush, 2012).  There 
are many aspects to consider in the facilitation of a successful college-to-career 
transition for Black second-generation college students (Hope, Hoggard, & Thomas, 
2015; Mitchell, 2017; Thomas, 2015).  Black students as first-generation college 
students and Black students as second-generation college students have intangible 
forms of capital to help navigate their experiences.  While postsecondary education 
aims to equip students with skills to secure employment, Black second-generation 
alumni may need additional support and interventions to make a successful transition 
from college to career. 
There is a large body of research about the college experiences, adjustment, 
transitions of Black first-generation college students and alumni, but the college-to-
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career transition for Black alumni with college-educated parents is understudied. To 
capture and address the multi-faceted experiences of underrepresented groups, such 
as Black alumni, nontraditional methodological approaches are needed to develop 
research literature that represents their perspectives (Celious & Oyserman, 2001; 
Harper, 2007; Harper & Nichols, 2008).  Thus, this study examined how second-
generation Black alumnae describe their college-to-career transition, as shaped by their 
intersecting identities and the use of metaphorical capital, using 4 S’s of Schlossberg’s 
(2011) transition model: Situation, Self, Strategies, and Supports. 
Research Questions 
Using the 4 S’s of Schlossberg’s (2011) Transition Model, the research questions 
for this study were:  
1. How do Black second-generation alumnae describe the influence of their 
intersecting identities during their college-to-career transition in the 
developmental phase of emerging adulthood? 
2. How do Black second-generation alumnae describe the influence of metaphorical 
capital during their college-to-career transition in the developmental phase of 
emerging adulthood? 
Conceptual Framework 
The college-to-career transition is a period of career development that overlaps 
with this psychological development phase of emerging adulthood, which is an 
opportunity to develop skills through formal and informal learning, coupled with 
networks through school- and work-related experiences, and produce employability and 
promotions throughout a learner’s career (Hodges & Isaac‐Savage, 2016).  Rosemond 
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and Owens (2018) categorized traditional-age college graduates of today’s culture as 
emerging adults (Arnett, 2000; 2007).  The combination of the student’s learning, 
experiences, academic background, and personal values rooted in their upbringing 
produce intangible forms of capital needed to promote mobility through career and 
beyond. 
Key aspects of student success such as social, economic, and cultural factors 
interact in the complex ways to impact educational attainment (Bergman, Gross, Berry, 
& Shuck, 2014).  Meier, Favero, and Compton (2016) identify social and cultural capital 
(i.e., external) and human capital (i.e., internal factors) as factors to mitigate 
discrimination.  The conceptual framework for this study accounted for race, gender, 
and education status in the transmission and use of metaphorical capital to navigate the 
college-to-career transition and produce more capital. 
 
Figure 1 
College-to-Career Transition of Black Alumnae Conceptual Framework  
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This conceptual framework also shapes the context of Black experience of being 
a Black graduate of an institution where White culture dominates the campus climate 
and space.  Alexander (1999) and Koonce (2012) believe the academic success of 
Black students depends on the formation of positive relationships with non-Black peers 
and instructors.  While some research documents better outcomes for Black students 
who attend historically Black colleges and universities (HBCU) than Black students from 
predominantly White institutions (PWI), Celious and Oyserman (2001) suggest that this 
may be due to factors not accounted for in the evaluation or because the 
overrepresentation of Blacks at HBCUs.  Lease (2004) determined school type had no 
main effect on decision-making difficulties; the upbringing and prior experiences of 
students can determine the way students choose to interact with individuals in the 
college environment just as any other demographic marker such as race, gender, or 
class.  For students from a family or school environment with a college-going culture, it 
may be easier to adjust and assimilate into the climate and culture of a PWI.  Robinson-
Wood et al. (2015) noted Black students’ continual experiences with microaggressions, 
which are defined as “commonplace verbal, behavioral, and environmental indignities, 
[which] are hostile, whether intentional or unintentional, unconscious or conscious, and 
communicate insults and putdowns that have harmful psychological impact on targeted 
individuals or groups” (p. 222), while navigating the campus climate.  This influences the 
daily interactions and relationships of Black students with individuals outside of their 
race. 
Transition model.  Schlossberg’s transition model describes key factors in the 
transition process and assesses an individual’s ability to cope with a transition.  This 
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model draws on the characteristics of the individual, the transition, and the environment, 
which determine the degree of impact a transition will have at a given time 
(Schlossberg, 2011).  Evans et al. (2009) assert that the components of Schlossberg’s 
transition model capture individual’s perspectives and details about that person’s 
transition readily allow for the integration of individual and cultural differences.  Using 
this model, the college-to-career transition was described within the context of the 
individual’s circumstances, demographic makeup, psychologic fortitude, and cultural 
differences (Evans et al., 2009; Schlossberg, 2011; Taub 2008).  According to Evans et 
al. (2009), 
Not only is Schlossberg’s theory useful in working with its original audience, adult 
learners, but it is also helpful when working with traditional-aged students and, 
indeed, individuals of any age who are dealing with changes in their lives.  
Significant transitions, such as entering college, graduating from college, 
addressing relationship issues, and facing career decisions, can all be better 
understood and approached when using this model.  (p. 225) 
 
The transition model helps to clarify key components of the transition process by 
identifying the type of transition, the degree to which the individual’s life has or will be 
altered, where the individual is in the transition process, and the resources needed to 
make the transition a success (Schlossberg, 2011).  The college-to-career transition has 
the potential to be an event or nonevent, as it is an anticipated occurrence for all college 
graduates; however, neither the actual occurrence or non-occurrence materialize with 
complete ease or without stress.  Schlossberg (2011) emphasizes that the type of 
transition, its context, and its potential impact foster an understanding of the transition’s 
meaning and assign meaning to the individual.   
I used Schlossberg’s Transition Model in this qualitative study to explore how 
Black second-generation alumnae described their experiences in the college-to-career 
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transition.  Specifically, I explored the ways in which Black college alumnae navigated 
their college-to-career experiences as second-generation college students.  Twelve 
Black women who are graduates of an undergraduate program at a predominantly 
White public university in Florida provided insight about their self-identity during the 
transition (Self), their environment during the transition (Situation), how they cope and 
respond to their circumstances (Strategies), and how they achieve success (Support).   
Situation.  The Situation entails the circumstances the person faces at the time of 
the transition.  This aspect of the Transition Model accounts for the timing, duration, 
concurrent stress, and the individual’s previous experience with similar transactions 
(Taub, 2008).  The study participants were college graduates reflecting on the 
experiences as students preparing to enter the workforce.  The situation of each 
participant varied in terms of her length of employment since graduation, decisions to 
move forward to graduate level studies, and personal circumstances.  I inquired about 
the stressors of the study participants to determine the full scope of their situations.  I 
also considered the previous and current experiences of the participants during college, 
in their careers, and in their transition from college to career (Evans et al., 2009; 
Schlossberg, 2011). 
Self.  The evaluation of Self refers to the ability and strength to emotionally cope 
with the transition (Schlossberg, 2011).  It accounts for the characteristics and 
demographic makeup of the individual, including the influence of value orientation and 
cultural norms.  The characteristics of Black second-generation college graduates 
provided in the literature are scant.  To advance differentiated forms and timing of 
support and intervention, I sought an understanding of the ways in which Black students 
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coped with the variety of stressors and circumstances during the college-to-career 
transition for. 
Support.  Supports or interventions can contribute to the well-being of the 
graduates in transition and establish a safe space for growth and development.  Support 
can come from people or institutions (Taub, 2008).  I identified student supports (family, 
friends, programs in college, networks, professors, mentors, etc.) for second-generation 
college graduates in the college-to-career transition. 
Strategies.  Strategies help change a situation, reframe a situation, or reduce the 
stress brought on by a situation.  Strategies are tools used to cope with the transition.  
Race/ethnicity can influence adaption mediated through value orientation (e.g., their 
belief about the purpose of life) and cultural norms; it could also be an isolating factor 
that further complicates adaptation.  The flexible use of strategies increased the ability 
to cope with the experiences in the college-to-career transition and their strategies 
illustrate how their agency was used to persist and succeed (Evans et al., 2009; Taub, 
2008).  Many other researchers (Bristol & Tisdell, 2010; Seibert, Kraimer, & Liden, 
2001; Yosso, 2005) attribute the tools and ability to successfully navigate experiences in 
education and career to the learner’s possession and activation of Bourdieu’s (1986) 
forms of capital. 
Forms of capital.  Dumais and Ward (2010) describe Bourdieu’s habitus, as a 
personal disposition formed by the individual’s social location.  Cultural capital, a form of 
habitus, from experiences in education is a byproduct of cultural transmission from the 
schooling experience and cultural transmission from the family of the student (Bourdieu, 
1986).  Bourdieu and Passeron (1990) believed that formal schooling is a mechanism 
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for helping students, especially students of color, to acquire valued forms of cultural 
capital.  While Black students gain knowledge and skills about their career field, they 
also adapt to cultural norms reinforced during the college experience.  Black second-
generation college alumnae in this study used different forms of metaphorical capital to 
navigate each phase of this transition to adapt to cultural norms beyond their personal 
experiences. 
Xu’s (2013) study used cultural and social capital as variables to illuminate the 
connection between academic training and occupational choices in the college-to-
career transition.  Cultural capital characterized by family background, including a 
parent’s educational attainment and income, influenced the career aspirations of college 
graduates.  Social capital was representative in social relationships and connections to 
individuals through interactions of structures, and institution characteristics.  However, 
cultural capital is not as beneficial to the college experience for Black college students 
with a college-educated parent as it is for their White counterparts nor is social capital; 
human capital may mitigate those perceived deficiencies (Dumais & Ward, 2010; Meier 
et al., 2016).  What is not clear in existing literature are the ways second-generation 
Black alumni perceive themselves and their situation as well as the use of strategies 
and supports needed to successfully navigate the college-to-career transition as dually 
privileged and marginalized individual with college-educated parents. 
Social capital.  Using Bourdieu’s (1986) emphasis on building social networks 
through groups as a form of social capital, Greyerbiehl and Mitchell (2014) concluded 
that the social support women gain through sorority participation provided forms of 
social capital.  Greyerbiehl and Mitchell (2014) used an intersectional framework, 
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acknowledge how race and gender intersected and shaped the experiences of the 
participants at a predominantly White institution and within historically Black sororities.  
Meier et al., (2016) delineated social resources such as trust, informal networks, and 
voluntary and civic participation as social capital in an examination of important inputs in 
public organizations.  For the purposes of this study, social capital refers to relationships 
in the family, form of exchanges, social obligations and symbols, support, and access to 
valued resources. 
Cultural capital.  Nichols and Islas (2016) used cultural capital as a byproduct of 
concerted cultivation to assess behaviors among study participants as outcomes of 
parenting styles.  Those outcomes are demonstrated in the participants’ tendencies to 
participate in several organized activities, to negotiate often with their parents, to 
criticize and intervene in institutions, and to develop an emerging sense of entitlement.  
Also, Hodges and Isaac‐Savage (2016) acknowledge informal learning, through places 
like the church, community-based organizations, and other social or cultural groups, as 
opportunities for personal development outside of formal education systems.  
Individuals from families with cultural capital can acquire more cultural capital more 
easily than their peers who do not have families with cultural capital.  For the purposes 
of this study, cultural capital includes as family background (e.g.., parents’ education 
attainment), career aspirations, and membership in social and cultural organizations or 
groups. 
Human capital.  According to Bowman (2016), human capital, which is education 
training and other means of achieving increased earnings, leads to economic 
productivity and the social capital that cultivates upward mobility.  Further, Bowman 
 16 
specifies that Black people in the U.S. face a consistently arduous journey in the 
process of gaining human capital, where a combination of historical factors and 
contemporary discrimination has maintained disproportionate outcomes and 
opportunities.  A study completed by Bergman et al. (2014) confirmed that capital and 
the student’s learning environment influenced the amount of persistence towards 
degree completion.  The researchers concluded that “social and human capital has a 
mutual effect on personal adaptability and a desire for continuous learning” (Bergman et 
al., 2014, p. 33).  For the purposes of this study, human capital will be operationalized 
as knowledge, habits, social and personality attributes, including creativity, embodied in 
the ability to perform labor to produce economic value. 
Intersecting identities.  The intersection of race and gender poses a unique set 
of challenges for Black women in postsecondary college and career settings 
(Crenshaw, 1991; Souto-Manning & Ray, 2007).  According to Celious and Oyseman 
(2001), Black women are a marginalized group placed between the silencing of their 
voices at the mercy of stereotypes of Black men and the standards of White women.  
Although both Black men and Black women experience racism, Black women are at a 
disadvantage more so than Black men because sexism adds another layer of 
complexity (Palmer & Johnson-Bailey, 2008).  The absence of White privilege and male 
privilege for Black women brings about economic insecurity in navigating their lived 
experiences (Hodges & Isaac‐Savage, 2016).  African American women from higher 
socioeconomic backgrounds were most vulnerable to racial discrimination (Neblett, et 
al., 2016). 
 17 
Race.  Race is a major factor in career positioning and upward socioeconomic 
mobility (Palmer & Bailey-Johnson, 2008).  The major drivers of the racial wealth gap 
include homeownership, income, education, and inheritance (Shapiro, Meschede, and 
Osoro, 2013).  Crooks (2014) references the term “enlightened racism” coined by Sut 
Jhally and Justin Lewis to highlight one negative effect of success for Black individuals: 
their success’s visibility implies that, by comparison, working class Blacks are somehow 
failures.  Racial discrimination has strong physical, psychological, and sociopolitical 
implications for Black/African Americans.  Existing literature indicates that regardless of 
socioeconomic status, Black people are generally perceived to be inferior in U.S. 
society.  As protective measures, researchers encourage parents to instill positive 
messages about their race to develop a sense of pride in their children, to use 
intervention strategies such as self-affirmation and civic engagement, and to consult 
with health professionals like counselors as coping strategies. 
Gender.  Women lead 40% of American households financially despite the gap in 
gender pay (Cohn & Caumont, 2016).  Many women believe they are held to a higher 
standard in the workplace.  Women find a way to cope with the stress accompanied by 
these expectations to navigate their lived experiences.  Studies show, in general, U.S. 
society has racist and sexist tendencies that permeate educational and workplace 
practices (Howard, 2010; Hubain et al., 2016; Spalter-Roth, 2007).   
Barriers such as fear of failure and lack of social capital leave Black women to be 
perceived as underprepared and under-skilled to handle job responsibilities 
satisfactorily (Alfred, 2007).  The stress of internalizing racial and gender discrimination 
because of dual oppressions as members of two marginalized groups may restrict Black 
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women’s career development (Johnson-Bailey & Tisdell, 1998).  Black women find ways 
to address and mitigate the effects of others’ perceptions through the acquisition of 
metaphorical capital and activating agency. 
Education Status.  As of 2013, the number of Black students awarded a college 
degree at every educational level has increased at least one percentage point each 
year since 2003 (National Center for Education Statistics, 2018).  This indicates an 
increase in the number of Black individuals who are college-educated and have the 
potential for upward mobility fueled by education attainment (Cole & Omari, 2003).  
Education has become a viable way to transition to adulthood for Black individuals.  
Parents set the expectation for life beyond secondary education (Benner, Boyle, & 
Sadler, 2016).  In comparing their experiences, researchers must consider many factors 
that can differ between first-generation and second-generation college students 
(Aspelmeier, Love, McGill, Elliott, & Pierce, 2012).  While Black students from families 
with one or two college-educated parents may have different forms of social and cultural 
capital than first-generation Black students, household income and educational legacy 
status exclude some of these students from participation in federally funded academic 
and social support programs that disqualify students based on these criteria. 
Many students receive additional grant money and qualify for scholarships and 
special programs because they come from a single-parent home, live at or below the 
poverty line, are from a racial/ethnic minority group, and sometimes, are all the above.  
Others may stand out for their academic achievements in the classroom and leadership 
in extracurricular activities.  There are several avenues for students on either end of the 
academic and financial spectrum.  However, for a certain group of students in the 
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categorical middle, this is not enough to gain support for college and career goals 
(Goldrick-Rab et al., 2016).  This makes it paramount to understand the needs of all 
students and graduates from marginalized and underrepresented groups regardless of 
their education status to ensure they have an opportunity to make a successful 
transition from college to career.  Second-generation students are often left to find their 
own ways.  This qualitative study illuminated factors that influence and mitigate the 
outcomes in college-to-career transition for Black women who are second-generation 
college alumnae. 
Significance of the Study 
Redford and Hoyer (2017) published a report through the National Center for 
Statistics which indicates approximately 30% of all entering freshmen are first-
generation college students.  Using longitudinal data from a nationally representative 
cohort on the high school graduating class of 2004, the authors specified 24% of that 
population were first generation college students (14% are Black), 42% are continuing 
generation college students (11% are Black), and 34% were students with one or both 
parents as a college attendee who did not earn a bachelor’s degree.  Existing literature 
does not fully delineate the experiences and the strategic use of tangible and intangible 
resources by Black graduates through the process of education attainment and career 
development (Jayakumar et al., 2013; Marsh, 2013; Wilder, Jones, & Osborne-Lampkin, 
2013).  However, the experiences of Black graduates in higher education in the U.S are 
not monolithic (Murray-Johnson, 2013). 
Data from qualitative research should enable educators and administrators in 
postsecondary education to develop effective strategies and support to enrich Black 
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second-generation college students in the U.S. as they become life-long learners, 
develop critical life, social, and employment skills, and conduct empirical research to 
develop best practices for this population of college students.  Harper and Nichols 
(2008) notes that Celious and Oyserman (2001) 
urged scholars to steer away from a homogenous examination of race and 
instead consider a heterogeneous group perspective. Their model stresses the 
importance of recognizing how within-group differences and distinctions among 
individuals of the same race influence daily interactions as well as experiences 
with and perceptions of each other. The authors discussed how differences in 
socioeconomic status, physical characteristics (i.e., skin tone), and gender 
influence how Black persons experience being racial minorities in various 
contexts. (p. 2) 
 
Qualitative studies that document the lived experiences of Black people are 
valuable counternarratives that can be a tool of empowerment and a springboard for 
transformative action (Ladson-Billings & Tate, 1995).  Education is used as a vehicle to 
perpetuate social and economic stratification (Gripsrud, Hovden, & Moe, 2011); it can 
also be used as the mechanism to eradicate prejudices and cultivate social mobility.  
Therefore, Black second-generation college graduates may benefit from institution-
based bridge programs, interventions, and supports that specifically address the 
second-generation status as an integral part of their identity to further aid in their 
adjustment and transition.  The aim of this study was to illustrate the heterogeneity of 
Black alumnae by describing the college-to-career transition for Black second-
generation alumni, as shaped by the intersecting identities and metaphorical capital of a 
perceivably privileged subgroup within a racially marginalized group in the U.S. 
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Delimitations 
Participants in this study are recent graduates who completed a bachelor’s 
degree as traditional-aged college students at a predominantly White public university in 
the State University System of Florida.  While the college majors of the participants 
vary, the primary focus of this research was the identity and experiences of 
Black/African American individuals as second-generation college graduates.  The 
college-educated parent’s level of education (e.g., bachelor’s, master’s, doctorate) 
varied but no participants had a grandparent with a bachelor’s degree or higher.  This 
study focused on the experiences of children of first-generation college graduates, 
which qualifies the participant as a second-generation college student. 
Definition of Terms 
For the purposes of this study, the following definitions of terms were used. 
Alumni—Students (male and female) who earned a bachelor’s degree in an 
undergraduate program. 
Alumnae—Female students who graduated from an undergraduate program with 
bachelor’s degrees. 
Black—An individual raised in the U.S., whose biological parents identify as Black or 
African American, not of Hispanic origin. 
Child or Children—Regardless of age, this term in the context of this study identifies a 
son or daughter by birth, adoption, or marriage of a parent (i.e., step-child). 
College-to-Career Transition—The time from the junior year of college (i.e., 60 credit 
hours earned) to the first five years of career establishment, which usually begin 
upon graduation from college. 
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College-Educated Parent—A father or mother, including relationships by birth, adoption, 
or marriage to a child’s parent (i.e., step-parent relationships), with a conferred 
bachelor’s degree, or higher, from an institution of higher education recognized in 
the U.S. 
College Graduate—A person who completed a bachelor’s degree program. A college 
graduate can also be a current student in another degree program but must 
possess a bachelor’s degree, at minimum. 
Cultural Capital— This study will use this term as Bourdieu (1986) delineates it: the 
collective acquisition of “long-lasting dispositions of the mind and body”; “cultural 
goods (pictures, books, dictionaries, instruments, machines, etc.)”; and 
“educational qualifications” (p.17) 
Education Status—The status of a college graduate, based on one or both parents’ 
completion of a bachelor’s degree or higher. Graduates with one or two first-
generation college graduates are second-generation college graduates, while 
graduates whose parents are not college graduates are considered to be first-
generation college graduates. 
Emerging Adulthood—The period during the emerging adulthood development phase 
that occurs between 18 and 25 years of age (Arnett, 2000; 2007), which overlaps 
with Super’s (1980) Exploratory (age 15-24) and Establishment (age 25-44) 
stages of life. The required age range for participants in this study will be 21 to 29 
years of age as used by Hope et al. (2015).  Syed and Mitchell (2013) suggest 
emerging adulthood “applies to a developmental period of the life span, roughly 
of age 18–29” (p. 83). 
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First-Generation College Student or Graduate—The College Board (2018) describes 
this as a person who is in “the first generation of their families to go to college” 
and may “come from families with low incomes or from middle- or higher-income 
families without a college-going tradition” (paragraph 2).  A student with this 
classification does not have a parent who has earned a bachelor’s degree. 
Human Capital—This study will use Coleman’s (1988) definition of “embodied in the 
skills and knowledge acquired by an individual” (p. S100). 
Intersecting Identities—The mix of multiple characteristics such as race, gender, 
ethnicity, class, religion, and sexuality that comprise an individual’s identity. In 
this study, intersecting identities are race, gender, and education status. 
Marginalized—Within the context of this study, this means peripheral in societal 
perspective.  The presence of non-first-generation college students of color 
(including second generation college students) are acknowledged but seems to 
be unimportant within educational research and society. 
Metaphorical Capital—Hinton (2015) defines this term as “non-monetary, non-material 
resources within a community, such as prestige, influence, or knowledge, which 
can be used to some benefit” (p. 299). This study will use this to reference the 
collective social, cultural, and human capital. 
Predominantly White Institution—This term is used to reference institutions of higher 
education where “more White students are enrolled at the institution than are 
students who are members of underrepresented racial groups” (Bourke, 2016, 
p.50).  Brown and Dancy (2010) specify that “institutions of higher learning in 
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which Whites account for 50% or greater of the student enrollment” (p. 193) are 
predominantly White institutions. 
Second-Generation Alumnae or Graduates—This term identifies a female bachelor’s 
degree recipient who has one or two parents who were a first-generation college 
graduate with a bachelor’s degree from an institution of higher education. 
Second-Generation Alumni or Graduates—This term includes male and female 
bachelor’s degree recipients who have one or two parents who were a first-
generation college graduate with a bachelor’s degree from an institution of higher 
education.  
Self—The social identity of an individual in transition based on demographic 
characteristics such as socioeconomic status, gender, age, health, 
ethnicity/culture and psychological resources, ego development, outlook, 
commitment, values, spirituality, and resilience as psychological resources 
(Evans et al., 2009; Schlossberg, 1981). 
Situation—The circumstances of an individual in transition.  The environment is based 
on ideas such as trigger, timing, control, role, changes, duration, previous 
experience, concurrent stress, and assessment of the transition (Evans et al., 
2009; Schlossberg, 1981). 
Social Capital—This study used Bourdieu’s (1986) description of “a durable network of 
more or less institutionalized relationships of mutual acquaintance and 
recognition—or in other words, of membership in a group—which provides each 
of its members with the backing of the collectively owned capital” (p. 21).  Those 
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groups structures could be informal or formal associations through common 
personal characteristics, demographics, or beliefs. 
Strategies—These are approaches and methods used by individuals in transition as 
coping mechanisms (i.e., actions such as information seeking, direct action, 
inhibition of action, and intrapsychic behavior) to modify a situation, control 
meaning, and manage stress in the aftermath of the transition (Evans et al., 
2009; Schlossberg, 1981). 
Support—Forms of assistance that affect, affirm, aid, or provide honest feedback that 
comes from relationships described as intimate, family, friends, institutional.  
Support can be stable or changing in the transition process (Evans et al., 2009; 
Schlossberg, 1981). 
Transition—An event, or non-event, that alters an adult’s life (Sargent & Schlossberg, 
1988).  
Organization of the Study 
This study is organized into seven chapters.  Chapter 1, the introduction, 
includes background and the rationale of to the study, a statement of the problem, a 
discussion on the purpose of the study, the research questions guiding this study, the 
conceptual framework, the significance of the study, delimitations, a section defining 
relevant terms, and a description of the organization of the study.  Chapter 2 includes 
the review of the literature including areas of Schlossberg’s Transition Model, 
intersecting identities, and metaphorical capital.  Chapter 3, Methods, presents the 
design and research paradigm, instrumentation, data collection, data analysis, 
researcher role/reflexivity and limitations for the study.  Chapter 4 provides the 
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participant profiles and artifacts.  Chapter 5 is an overview of the themes which includes 
the responses to the research questions.  Chapter 6 includes the discussion of the 
findings, implications, conclusions, and recommendations for future research.  Each 
chapter will conclude with a summary. 
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Chapter 2 
Literature Review 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  This chapter will provide a 
review of the literature about transitions in young adulthood, cultivating capital and 
transferable skills, and intersecting identities and career outcomes.  The chapter will 
conclude with a summary of the literature about the college-to-career transition for Black 
second-generation alumnae. 
Transitions in Young Adulthood 
Transitions require a change in assumptions and perceptions about self and the 
individual’s environment, and subsequently, a change in behavior and relationships 
(Schlossberg, 2011).  The 4 S’s of Schlossberg’s Transition Model—Situation, Self, 
Support, and Strategies— allow researchers to assess the ability of an individual to 
cope with a transition as well as his or her readiness for change (Sargent & 
Schlossberg, 1998; Schlossberg, 2011).  Reviewing an individual’s Situation, Self, 
Support, and Strategies helps identify the resources available to successfully navigate a 
transition and may show areas in which to strengthen the individual’s resources.  The 
ways in which individuals manage transitions in young adulthood can vary based on 
their life experiences and upbringing, as influenced by several internal factors (e.g., 
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personal characteristics, demographics, skills) and external factors (e.g., social 
environment, culture, support). 
Factors affecting an individual’s adaptation during a transition include the 
characteristics of the transition, the pretransition and post-transition environments, and 
the individual perception of the transition (Evans et al., 2009; Schlossberg, 2011).  
Specifically, Bergman et al. (2014) assert that the key aspects of student success such 
as social, economic, and cultural factors interact in complex ways to impact educational 
attainment.  Individuals from marginalized racial groups rely on institutional support, 
parental support, and social support to navigate their transition into adulthood. 
I used Schlossberg’s (2011) Transition Model to guide this qualitative study and 
contribute literature on the college-to-career transition of Black second-generation 
college alumnae.  I explored how Black second-generation college alumnae perceive 
their personal circumstances and environment (Situation), their ability and strength to 
cope (Self), how resources or interventions contributed to their well-being (Support) and 
the tools and approaches (Strategies) in their college-to-career transition during the 
developmental phase of emerging adulthood.   
Emerging adulthood.  The emerging adulthood developmental phase is 
characterized as a time to test young adults’ coping skills and adaptability during the 
transition into adulthood.  Hope et al. (2015) describe emerging adulthood, ages 18 
years to 29 years, as the period during which key milestones such as education, 
employment, parenthood and marriage occur.  Arnett (2000) describes emerging 
adulthood as 
a time of life when many different directions remain possible, when little about the 
future has been decided for certain, when the scope of independent exploration 
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of life's possibilities is greater for most people than it will be at any other period of 
the life course. (p. 469) 
 
Emerging adulthood is a period of growth in personal and economic 
independence as well as identity exploration.  In emerging adulthood, college students 
refine their career aspirations through coursework and through both employment- and 
classroom-based occupational exploration (Sung, Turner, & Kaewchinda, 2013).  Head 
(2012) explains that emerging adults, in the shift from the college environment to the 
workplace, experience information transitions: they must change the way they seek, 
obtain and disseminate information.   
College-to-career transition.  Individuals from marginalized racial groups rely 
on institutional support, parental support, and social support to navigate their transition 
into adulthood.  Hope et al. (2015) note that African American emerging adults 
experience the college-to-career transition in the context of institutional racial 
discrimination, interpersonal racial discrimination as hassles and microaggressions, and 
the negative outcomes of institutional and interpersonal racial discrimination.  Murphy, 
Blustein, Bohlig, and Platt (2010) explored the experience of recent college graduates in 
their college-to-career transition within three years of their transition into the workforce.  
They describe this in the context of emerging adulthood, an identified the role of social 
support, expectations, and optimism in adaptability and resilience as contributors to a 
successful college-to-career transition.  Lee and Waithaka (2017) acknowledge that 
young adults enter new contexts across a variety of domains during the transition to 
adulthood through school, work, and relationships.  Further, 
while a growing body of research suggests that transitions to adulthood differ 
across class backgrounds, race/ethnicity, and gender lines, extant studies fail to 
simultaneously consider the intersection of multiple marginalized social statuses. 
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Thus existing studies fail to fully reveal the manner in which social structures 
operate as a mechanism of social stratification since the intersection of multiple 
marginalized statuses may have a larger effect than the sum of each individual 
status.  (Lee & Waithaka, 2017, p. 152) 
 
Guy (1999) asserts that education in adulthood is “essential to helping learners from 
marginalized cultural backgrounds to take control of their lives and improve their social 
condition” (p. 5).  For Black students, the time period spent in attaining a college 
education is used to cultivate tools, skills, and strategies to prepare for workforce 
experiences. 
College education is a major driver of the growing racial wealth gap in “policy and 
the configuration of both opportunities and barriers in workplaces, schools and 
communities” (Shapiro et al., 2013, p. 1).  Their intersecting identities play a major role 
in their perceptions on the availability and necessity for institutional support as well as 
the way key persons perceive them as they pursue opportunities throughout the 
college-to-career transition.  A critical reflection of personal attributes and environmental 
influences can help educators facilitate a climate that promotes equity, respect, and 
empowerment (Johnson-Bailey, 2002).  Hodges and Isaac‐Savage (2016) strongly 
encourage educators to “create opportunities for adult learners to take advantage of the 
social capital within the learning environment and help them connect their learning 
experiences to their current life circumstances” (p. 37).   
Career services.  Many institutions of higher education establish career centers 
to support their students and graduates with the college-to-career transition; however, 
the data on who utilizes these services and measurements of success to ensure 
accountability are limited (Lenz & Osborn, 2017; Murphy et al., 2010).  Data on the 
services provided is often not published, and data collected on the users is difficult for 
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outsiders to obtain.  Some research reveals an underuse of careers services by Black 
students at predominantly White college and universities due to “perceived stigma, 
absences of culturally sensitive services, and a mistrust of service providers who are 
disproportionately White” (Lenz & Osborn, 2017, p. 127) or a generic approach that 
does not cater to the needs of a diverse student body (Falconer & Hays, 2006).  
Falconer and Hays (2006) suggest the environment cultivated at predominantly White 
colleges and universities presents major challenges for Black college attendees.  
Further, the researchers assert 
given the diversification of the United States, it is crucial that university 
counseling and career centers foster the career development of minority 
students.  More specifically, as predominantly White universities become 
increasingly more culturally diverse, service agencies, such as college career 
centers, must be prepared to provide appropriate services to a variety of college 
students.  It is commonly known that ethnic minority students on predominantly 
white campuses have traditionally underused career services.  (p. 220) 
 
Emerging adulthood has become a major challenge for employers, career counselors, 
higher education institutions, and emerging adults themselves as the new adults cope 
with a decrease in immediate responsibilities and increase in opportunities.  Lenz and 
Osborn (2017) note that “understanding how to extend services to all students within the 
limits of available resources and in the face of other external demands, is a critical 
concern for postsecondary career centers” (p. 124).  Career counselors are challenged 
to find meaningful, culturally relevant ways to connect with a population of diverse 
individuals served through the career centers (Rush, 2012).  Murphy et al. (2010) note 
although participants in their study 
identified individuals in their lives who were important in their career decision-
making processes, little mention was made of academic and career-based 
counseling services. In actuality, when asked about the guidance they received 
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in high school and college with regard to their career exploration, many 
participants felt that their counselors were not very helpful.” (p. 180) 
 
Rush (2012) explored the possible career interventions that might enhance both 
retention and graduation rates for African American college students.  Her research 
encourages counselors to find an “understanding cultural context and all its complexities 
in the lives of these students and the willingness to go beyond business as usual” (p. 
35).  Career counselors need to consider the sociocultural context and how their 
personal worldviews affect the services they provide to students (Rush, 2012).  
Counselors also need to actively engage with their students and build bridges to 
resources, role models, and peer groups. 
Successful entry into the workplace is predicated on pre-entry knowledge and 
experience, and career counselors can play an important role in the career preparation 
and transition processes.  Wendlandt and Rochlen (2008) note the challenges in the 
college-to-career transition extend beyond securing employment and believe university 
career counselors can play a more supportive role in easing the complexities of the 
transition.  Researchers suggest that career counselors provide students with accurate 
information about employment prior to college graduation, ensure that students develop 
the necessary skills for a successful adjustment and support students as they cope with 
the process of change. 
Career development.  Earning postsecondary credentials through higher 
education can ease the transition into the workforce for some jobs; for other jobs, a 
college degree is the only way to enter the career field (Hodge & Lear, 2011).  As 
workplace interactions differ due to age, task, and experience, Wendlandt & Rochlen 
(2008) note work experience is needed to accompany the degree to help with 
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acclimation to the work culture.  The informal socialization process is more impactful 
than the formal process because norms are communicated through cues and actions 
from leadership as well as interactions with peers and organizational diversity 
socialization should occur place throughout the educational process to aid in the 
transition in the career in both formal and informal ways (Green & Edwards-Underwood, 
2015).  Peer relationships formed in the college years are mutual support systems not 
only in coping with the pressures of being dually marginalized and privileged in multiple 
settings but also in serving as a personal and professional network within an ethnic 
niche to support the college-to-career trajectory (Brooms, Goodman, & Clark, 2015; 
Domingue, 2015). 
Professional development gained through engagement in student activities can 
contribute to the upward economic mobility of Black students (Bowman, 2016).  
Internships are ways for students to gain valuable experience, access to job 
opportunities and higher starting salaries (Lenz & Osborn, 2017).  College attendees 
develop job-related skills not only through learning in the classroom and at work, but 
also through interactions with peers in these environments.  Head (2012) emphasized 
the abilities to communicate, work in teams, make decisions, and plan are the primary 
skills employers seeks from college graduates.  Educational and career development 
skills also lead to positive outcomes in academic achievement, efficacy, positive self-
attributions, vocational identity, more strongly held career interests, and proactivity 
(Sung et al., 2013).  College graduates in Wendlandt and Rochlen’s (2008) study felt 
more development of transferable skills during their undergraduate work would have 
eased their transition and acclimation to the workplace.   
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Cultivating Capital and Transferable Skills 
Many Black parents try to guard their children from racial inequality in education 
and career through concerted cultivation that comes with participation in extracurricular 
activities (Vincent, Rolluck, Ball, & Gillborn, 2012).  However, this does not preclude 
students of color with college-educated parents from experiencing racism or classism.  
The historical context of teaching during the Jim Crow era in 1877-1954 gives insight 
about using education to overcome oppression and build pride in one’s heritage.  The 
notion of self-reliance, or self-sufficiency, perpetuated in the Black culture limits the 
potential for human capital opportunities that lead to economic gain.  Factors limiting the 
attainment of social capital include lack of trust, convenience, opportunity, or any 
combination of these (Bowman, 2016).   
While cultural capital is not monetary, it can be exchanged for money and help to 
acquire more cultural capital.  Chun and Evans (2015) assert that Bourdieu’s concept of 
cultural capital shows “how culture and education interact in exclusionary ways through 
the preferences, attitudes, and behaviors of the dominant class” (p. 67).  Shapiro et al. 
(2013) assert the importance of a college degree in the quest for economic success.  
These researchers also found that 
In the 21st century, obtaining a college degree is vital to economic success and 
translates into substantially greater lifetime income and wealth.  Education is 
supposed to be the great equalizer. . ..  The achievement and college completion 
gaps are growing, as family financial resources like income and wealth appear to 
be large predictors of educational success . . . race and class intersect to widen 
the educational opportunity deficit. (p. 5) 
 
One of the key attributes of the institutionalized form of cultural capital is a college 
education; more education is viewed as more valuable, hence, a key source of social 
inequality.  Human capital, including education training and other means of achieving 
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increased earnings, leads to economic productivity and the social capital that cultivates 
upward mobility (Bowman, 2016): 
Specifically, for African Americans, the process of gaining human capital has 
been a consistently arduous journey, where a combination of historical factors 
and contemporary discrimination has maintained disproportionate outcomes and 
opportunities. (p. 94) 
 
A balance between traditional and nontraditional forms of human capital “would 
be uniquely advantageous for members of the Black middle-class” (Bowman, 2016, p. 
99).  However, the social mobility of those who have postsecondary education 
credentials as their only source of social, cultural, and human capital are limited.  For 
Black students, the time period spent in attaining a college education is used to cultivate 
capital through tools, skills, and strategies to prepare for workforce experiences.   
Metaphorical capital from formal education.  Social and cultural capital from 
education are a byproduct of cultural transmission from the schooling experience and 
cultural transmission from the family of the student, beginning with K-12 experiences 
(Bourdieu, 1986; Green & Edwards-Underwood, 2015).  Students with more social and 
cultural capital are better equipped to navigate the educational process regardless of 
their socioeconomic status (Dumais, 2002).  These forms of metaphorical capital are 
transmitted from parents through childrearing practices and cultivation. 
According to Shapiro et al. (2013), quality education during the K-12 years is 
paramount for college preparation and students of color.  Rigorous coursework, 
including AP courses, IB courses, and college coursework through Dual Enrollment at 
local community colleges, provides students with opportunities to earn college credits 
prior to high school graduation (Speroni, 2011; Vanderbrook, 2006).  These students 
are acclimated to the college culture prior to high school graduation and enter college 
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prepared to handle the academic rigor and seek experiences beyond the classroom that 
can ultimately facilitate a positive transition from college to career. 
Bourdieu’s forms of capital.  Dumais (2002) reports that Bourdieu’s cultural 
capital is “a broad knowledge of culture that belongs to members of the upper classes 
and is found much less frequently among the lower classes” (p. 44).  White values are 
perceived to be superior because of power relations in the U.S.; indeed, the cultural 
capital they possess and transmit is truly more valuable for this reason in formal 
institutions (Carter-Jenkins & Alfred, 2010).  This intangible form of capital possessed 
by the dominant social class are perpetuated by the educational system.   
Cultural capital is the summation of cultural preferences based on acquired 
knowledge, tastes, linguistic skills, and norms used to navigate experiences and create 
opportunities.  Bourdieu (1986) introduced the concept of cultural capital in its three 
forms—objectified, institutionalized, and embodied—and acknowledges the benefits of 
its possession by individuals in pursuit of social mobility.  The embodied state (the form 
of knowledge that resides within us), the objectified state (material objects we use to 
indicate social class), and the institutionalized state (the way society measures social 
capital, particularly academic qualifications) develop based on socialization which is 
available through access and opportunity within one’s cultural and familial environment 
(Yosso, 2005).   
Yosso’s community cultural wealth.  Culture permeates the curriculum, 
pedagogy, policy and society at large (Yosso, 2005).  Although many students of color 
are equipped with the forms of capital depicted by Bourdieu (1986), other forms of 
capital specific to students of color are inadvertently accumulated in their lifetime to 
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navigate the experiences as a marginalized group.  Bourdieu and Passeron (1990) 
argue that people of color lack the valued capital possessed by upper- and middle-class 
people; formal schooling is a mechanism for helping students acquire it.  Howard (2010) 
reiterates the value from Yosso’s framework because it demonstrates other forms of 
capital beyond “the cultural capital that is most desirable in US schools [which] tends to 
be Eurocentric, male-oriented English-speaking, heterosexist, and middle-class” (p. 56).  
These forms of aspirational, linguistic, familial, social, and navigational and resistant 
capital are discounted and often go unacknowledged in the classroom by individuals 
who are not from racially marginalized groups, which cause a dissonance in academic 
transactions.  Schools are social intuitions that shape perceptions and oppressive acts 
such as racism (Yosso, 2005).  Positive support and interaction are important to 
learning and building cultural capital and schooling experiences with diverse students 
produce multiple forms of capital (Carter-Jenkins & Alfred, 2010; Green & Edwards-
Underwood, 2015). 
Participating in service-based organizations, community-based programs, 
professional development activities, and interest clubs strengthens transferrable skills 
and the sociocultural development of the student (i.e. social capital).  Informal learning 
includes opportunities for personal development outside of formal education systems, in 
places like church, community-based organizations, and other social or cultural groups 
(Hodges & Isaac‐Savage, 2016).  These experiential learning opportunities can prepare 
students in ways beneficial to the transition from college to career, a movement into full 
adulthood. 
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Metaphorical capital from meaningful interactions.  Young Black students 
make meaning of their university experiences based on their aptitude for college work 
and their ability to adapt in the social environment of academia.  Hodge and Lear (2011) 
argue that active participation inside and outside of the classroom during the college 
experience aids in the development of transferable skills for college graduates as they 
enter the workforce.   
Entering the workforce is a formidable challenge for Black college graduates as a 
result of The Great Recession of 2008 and discrimination hiring practices.  Highly 
qualified Black men have been overlooked for positions by hiring professionals, giving 
preference to equally qualified White men with comparable resumes, individuals with 
White-sounding names, and even Whites with criminal records (Abel, Deitz & Su, 2014, 
Bertrand & Mullainathan, 2004; Nunley, Pugh, Romero & Seals, 2015; Pager, 
Bonikowski, & Western, 2009).  Whites more often identify employment opportunities 
through referrals from relatives, friends, and employment agencies, avenues more likely 
to produce higher-paying positions, while African Americans tend to pursue jobs by 
directly visiting prospective employers and submitting applications, a practice 
associated more often with lower-paying positions (Farley, Danziger, & Holzer, 2000; 
Johnson, Kitamura, & Neal, 2000). 
The role of family.  Pearson and Bieschke (2001) found that emphasis on 
education, relationship with family, and social and economic resources provided by the 
family are quite relevant to the career development process of emerging adults.  
Falconer and Hays (2006) note social support aids Black students when faced with 
challenges in higher education and career barriers.  Pattillo-McCoy (1999) asserts that 
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Black students’ plans and aspirations are tempered by their families’ resources and 
financial circumstances.  According to Spalter-Roth (2007), “Family background, family 
connections, and other ascribed characteristics are strong predictors of access to good 
jobs” (p. 274).  Students and graduates from families with more cultural capital can 
acquire more cultural capital more easily than their peers who do not have families with 
cultural capital. 
The role of mentors.  African American college students who participated in focus 
groups moderated by Falconer and Hays (2006) view mentors as a means of 
networking to gain access to information and resources that lead to successful career 
outcomes.  Bristol and Tisdell (2010) argue that opportunities to increase cultural capital 
through cross-cultural mentorships are paramount to Black employees entering the 
corporate world.  Having mentors upon entering the workplace, specifically white males, 
was most beneficial to navigating the career development process.  Informal learning in 
the form of observations and mentorships aided the adjustment in the workplace.  
Palmer and Johnson-Bailey (2008) explained how mentoring relationships are mutually 
beneficial for both the mentor and the protégé in that it leads to higher promotion rates, 
greater compensation, and higher morale and satisfaction on the job.  Mentoring helps 
Black people break through the glass ceiling. 
Intersecting Identities and Career Outcomes 
Educational attainment could mitigate issues of discrimination and prejudice but 
race and perceived class status continue to influence the career outcomes for Black 
individuals.  In 2007, before the Great Recession, almost half (45%) of Black recent 
graduates were underemployed which was defined as working in an occupation that 
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typically does not require a four-year college degree.  Black college graduates were 
disproportionately impacted by the Great Recession of 2008 as they entered the job 
market.  More than half (55.9%) of employed Black recent college graduates were 
underemployed.  Black college graduates in science, technology, engineering, and 
mathematics (STEM) majors have fared somewhat better, but still suffer from high 
unemployment and underemployment rates.  For example, for the years 2010 to 2012, 
among Black recent graduates with degrees in engineering, the average unemployment 
rate was 10% and the underemployment rate was 32%.  In 2013, 12.4% of Black 
college graduates between the ages of 22 and 27 were unemployed.  For all college 
graduates in the same age range, the unemployment rate was 5.6 %.  This reflects the 
disproportionate negative effect of economic downturns on young workers and ongoing 
racial discrimination in the labor market. 
Race is a major factor in in career positioning and upward socioeconomic 
mobility (Palmer & Johnson-Bailey, 2008).  Shapiro et al. (2013) found “equal 
achievements, such as income gains, yield unequal wealth rewards for White and 
African Americans” (p. 1).  While Jones and Schmitt (2014) note that Black college 
graduates fare better than Black workers who were not college-educated, Black college 
graduates were still in a worse position compared to their White counterparts.  
Anderson (2012) argues that cultural conditioning on the part of the school system has 
a great influence on the way Black students are rewarded and assigned consequences 
for their actions.  Lee and Waithaka (2017) believe “understanding how marginalized 
populations experience the transitions to adulthood is important for understanding how 
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social structures are succeeding or failing to support young people as they pursue 
independence” (p. 151).  
Black college students and graduates.  Hayes, Juárez, and Cross (2012) 
believes that “education has propelled or given Black people through the decades and 
the generations, the empowerment they needed to succeed” (p. 9).  However, the 
college experiences of Black students are unique, not monolithic, given the different 
household composition and experiences of each student; the distinction needs to be 
recognized and addressed in the cultivating the collegiate environment and climate 
(Henderson, 2014).  Most literature focuses on Black students from disadvantaged 
backgrounds, designated by household income and parents’ educational level (Harper 
& Nichols, 2008).  According to Hertel (2010), a parent’s level of education plays an 
important role in academic success for the learner, including the decision to enroll in 
postsecondary education and the learner’s adjustment to college life.  Students with 
parents who have a four-year college degree are perceived to possess more social and 
cultural capital than their first-generation peers (Dumais & Ward, 2010). 
Many career development programs go beyond generational status to offer 
support services and bridge programs to help students of color develop skills and 
networks to strengthen the connection between education and the workforce.  For 
example, INROADS (2018) facilitates leadership development for people of color and 
access to internship placements with top companies throughout the U.S. looking for 
diverse candidates (History & Mission section, 2018).  Likewise, the Emma Bowen 
Foundation (2018) provides opportunities for students of color who seek careers in the 
media and technology industry.  SEO Career (2018) is a “free program that helps Black, 
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Hispanic and Native American college students secure internships with partner 
organizations and gives them the best chance to land a return offer” (para. 4); they 
accomplish this through live instruction, online resources, exclusive events, networking 
and access to internships and full-time positions.  
First generation.  The Higher Education Act of 1965 brought attention to this 
group of learners, who are a part of underserved and underrepresented collegians, and 
it drew a distinction in these students’ needs from other students to develop a 
mechanism of support.  First-generation college students were identified as individuals 
who are categorically underserved due to inherent inequities based on parental 
educational status (i.e., children of parents who do not have four-year degree).  The 
academic and career backgrounds of first-generation students of color, representing a 
range of majors, career settings, and levels of employment, are well-documented (Dika 
& D’Amico, 2016; Gibbons & Woodside, 2014; Pascarella et al., 2003; Porfeli, Wang, & 
Hartung, 2008; Woodside, Gibbons, Davison, Hannon, & Sweeney, 2012).   
Second generation.  While Hertel’s (2010) study about college adjustment for 
first-generation college students (FGCS) and second-generation college students 
(SGCS) did not include many students of color, the researcher reported similar levels of 
adjustment to college.  Social support from friends enhanced the college adjustment for 
SGCS.  Redford and Hoyer (2017) collected longitudinal data on students from the high 
school graduating class of 2004 who were high school sophomores in spring 2002 to 
compare their high school and postsecondary experiences.  From the nationally 
representative cohort, 24% are first generation college students (14% are Black) and 
42% are continuing generation college students (11% are Black).  The other 34% were 
 43 
students with parents (one or both) who attended college but did not earn a bachelor’s 
degree.  The data from this brief not only shows the differences in student persistence 
through college, borrowing habits, full-time employment and job earnings; it also shows 
that the number of non-first-generation college students is almost the same number as 
first-generation college students and that students with college educated-parents are 
more likely to earn bachelor’s degrees (Redford & Hoyer, 2017).  There is not much 
research that describes the characteristics and experiences of Black college students or 
graduates who have one or more college-educated parents. 
Black women.  Although both experience racism, Black women are at more of a 
disadvantage than Black men because sexism adds a layer of complexity (Palmer & 
Johnson-Bailey, 2008).  A historical legacy of educational exclusion impacts 
generations of Black people as well as women of all races (Howard, 2010).  For Black 
women, there are major implications for their persistence through college, their career 
trajectory and perceptions of their maturity, and cognitive ability exacerbated by age 
(Samuelson & Litzler, 2016; Wilder et al., 2013).  
Black womanhood is an acknowledgement of the intersection of race, gender, 
and class.  According to Jeffries and Jeffries (2015), societal expectations and media 
representations for people of color, specifically women of color, as a subordinate group 
are rampant in the U.S.  Barriers such as imposter syndrome and limited social capital 
influence career-related experiences and outcomes among Black women (Alfred, 2007; 
Hodges & Isaac‐Savage, 2016).  These factors simultaneously influence their 
introspection and outside perceptions of their role in society (Marsh, 2013).  
Incongruence of values impact the way student of color are viewed by educators (Guy, 
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1999).  Educational research contains many deficit-focused notions about the academic 
experiences for students of color, specifically Black women as students (Ladson-Billings 
& Tate, 1995).Black women often experience inequalities and prejudices because of 
their race/ethnicity, gender and presumptions about their social class in academic 
settings (Souto-Manning & Ray, 2007).  Women of color endure subtle and covert forms 
of racism called microaggressions throughout their college and professional 
experiences.  For example, Souto-Manning and Ray (2007) highlight major concerns for 
women of color at the graduate level in postsecondary education include belonging in 
the academy, encountering race and gender issues in the classroom, finding balance in 
their personal and professional lives, and battling stereotypes.  Koonce (2012) 
acknowledges that Black women adopt defense mechanisms to cope with a hostile and 
disrespectful academic environment.  Robinson-Wood et al. (2015) reveal different 
types of microaggressions experienced by women in the academic settings despite 
having graduate level credentials.  In general, resistance in the form of self-alienation 
and fragmentation to these subtle forms of racism and sexism leads to self-destructive 
behavior (Robinson-Wood et al., 2015). Robinson-Wood et al. (2015) note that 
microaggressions are “commonplace verbal, behavioral, and environmental indignities, 
are hostile, whether intentional or unintentional, unconscious or conscious, and 
communicate insults and putdowns that have harmful psychological impact on targeted 
individuals or groups” (p. 222). 
Agency and self-efficacy.  The agency of Black women in their career decision is 
shaped by their ability to employ internal and external resources to navigate the 
oppression they face due to their race, gender, and their intersections.  Bandura (1986) 
 45 
suggest that past successes provide the most influential feedback for one’s self-efficacy 
judgement.  Vicarious learning and verbal encouragement were also linked to stronger 
career self-efficacy while verbal discouragement and exhibiting anxiety had an inverse 
relationship with career self-efficacy.  Results of a study conducted by Sung et al. 
(2013) also suggest a reciprocal relation between personal agency and educational and 
career-related skills and outcomes.  While African American women demonstrate many 
attributes theorized to increase agency in the career decision making process, their 
ability to employ these attributes to navigate the racialized and gendered context of their 
chosen field needs to be understood more clearly.  
Black women face issues on their career path that cannot be understood solely 
by looking at their race or gender.  Scholars suggest that siloing the experiences of 
these women based on these social identities overlooks the process effects of 
acculturation and identity formation career self-efficacy and their ability to make 
informed decisions about their career choices.  Even less attention has been paid to the 
intersections of race and gender on career-efficacy.  As posited by Byars & Hackett 
(1998), "although overall racial/ethnic differences in career self-efficacy are not 
apparent, there may be unique cultural influences on learning experiences that affect 
how people of color acquire or are hindered in acquiring career and academic self-
efficacy beliefs” (p. 257).  Therefore, to have a more robust understanding of African 
American female career decision making process, further investigation is needed into 
the impact of race, gender, and the intersection of these identities 
Institution type and Black student outcomes.  There is conflicting literature on the 
impact of different institution types on the career earnings of Black college graduates; 
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however, Kim (2011) stressed the importance of clarity of the impact of institution type is 
important for the higher education community.  While Black graduates of Historically 
Black Colleges and Universities (HBCU) “reported strong growth in job-related skills and 
preparation for graduate/professional schools than their counterparts at HWCUs” (Kim, 
2011, p. 505), their early career earnings are more likely attributed to their individual 
assets and characteristics than the type of institution in which they completed their 
college education.Even at HBCUs, Kennedy (2012) asserts that Black females are 
further marginalized beyond their race because of their gender; the way Black women 
construct knowledge differs from that for Black men.  Another researcher, Henderson 
(2014), shared her experience about how she endured constant discrimination and 
judgment from her academic peers at a Predominantly White Institution (PWI) as a 
Black female.  She addressed how the accounts of her experience were dismissed by 
her family and peers; it was not valid until someone of another gender and/or race 
shared her sentiments.  Although she was made to feel out of place, she persevered 
and earned her college degree.  Alexander and Bodenhorn (2015) concluded that a 
strong support system of positive interpersonal relationships as well as counseling, 
support services for students, and cultural sensitivity training for staff and 
administrators, would cultivate a better environment of women of color at PWIs and 
HBCUs.  Black women need a formalized space to share their experiences in the form 
of core curriculum, the employment of professors and administrators who understand 
and practice feminist theories, and the establishment of inclusive women’s centers 
(Kennedy 2012; Givens, 2016; Porter & Dean, 2015; Souto-Manning & Ray, 2007).  
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These formalized spaces will give cultural voice to Black women at both PWIs and 
HBCUs. 
Summary of the Literature 
Many researchers have called for greater intentionality in gathering data about 
the diverse college-to-career, intergroup experiences of Black students (Celious & 
Oyserman, 2001; Pike & Kuh, 2005; Harper, 2007; Harris & Patton, 2017; Thomas, 
2015).  The acknowledgement of the heterogeneity in the educational experiences of 
Black students and an in-depth understanding of the college-to-career transition for 
Black second-generation college alumnae can inform practitioners and administrators 
and address gaps in support for these students. 
Data from qualitative research enables educators and administrators in 
postsecondary education to develop effective strategies and support to enrich second-
generation college students of color in the U.S. as they become lifelong learners, and 
develop critical life, social, and employment skills, and build research towards best 
practices for this population of college students.  Beyond resilience and courage, 
college students must be prepared to adapt to new situations quickly and have a 
willingness to learn and accept differences to thrive in a new environment. 
Qualitative research can be a means to discover new ways Black students with 
college-educated parents can use education to achieve upward mobility.  Students who 
can strategically utilize their experiences from inside and outside of the classroom can 
thrive in adulthood.  Using Schlossberg’s (2011) Transition Model, I described the 
college-to-career transition of Black second-generation alumnae in emerging adulthood 
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as shaped by their intersecting identities (i.e., race, gender, and educational status) and 
metaphorical capital (i.e., social, cultural, and human capital). 
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Chapter 3  
Methods 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  In this chapter, the design and 
research paradigm of the study is explained, followed by the description of the 
participants, the instrumentation for the study, the methods for data collection and data 
analysis, then concludes with a summary. 
Design and Research Paradigm 
This study was a qualitative interview study on the college-to-career transition of 
Black alumnae.  According to Creswell (2013) qualitative research calls for a natural 
setting with face-to-face interaction between the study participants and the researcher 
over time.  Qualitative researchers examine how people interpret experiences, 
understand how people make sense out of their lives, and delineate the process of 
making meaning (Creswell, 2013).  There are six common approaches to qualitative 
research (Creswell, 2013; Merriam & Tisdell, 2015), including basic qualitative study 
(i.e., applies interview, focus group, or document analysis methods), ethnography, case 
study, phenomenology, narrative, and grounded theory. Specifically, a qualitative 
interview study allowed me to investigate the college-to-career transition for individuals 
who are perceived to be part of a privileged subgroup, or culture, within a racially 
marginalized group in the U.S.  This approach enabled me as the researcher to 
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illuminate stories found within the accounts of Black alumnae with consideration of the 
physical, sociocultural, and psychological context of being second-generation college 
graduate transitioning into a career from a PWI.  Data from this research were analyzed 
and interpreted to provide a detailed, collective description of this phenomenon.  The 
data analysis also helped me to understand the processes, actions, and interactions in 
the college-to-career transition for Black second-generation alumnae in the 
developmental phase of emerging adulthood.   
Qualitative research helps “uncover the meaning of a phenomenon for 
[participants] involved” to “improve practice” which “comes from understanding the 
experiences involved” (Merriam & Simpson, 2000, p. 97).  For this study, it allowed me 
to explore the duality of privileged status within a subgroup of a historically marginalized 
racial group (i.e., Black with one or two college-educated parents) at a time when 
personal and professional identity were under development (i.e., college-to-career 
transition during the developmental phase of emerging adulthood).  By design, the study 
situated this transition within its sociocultural context.  In alignment with the 
psychosocial lens of Schlossberg’s Transition Theory, a qualitative study on the college-
to-career transition provided an in-depth understanding of an individual and the process, 
from a holistic viewpoint (Merriam, 1998).  The focus of this study was not on the 
outcome or result of the process (i.e., getting a job after college graduation to start a 
career).  The aim of study was to describe the situation, self, strategies, and support of 
Black second-generation alumni in the college-to-career transition in emerging 
adulthood as shaped by their intersecting identities (i.e., race, gender, and educational 
status) and metaphorical capital (i.e., social, cultural and human capital).   
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Context.  The college-to-career transition overlaps with the developmental phase 
of emerging adulthood between 18 and 25 years of age (Arnett, 2000, 2007; Murphy et 
al., 2010).  It is characterized as a time to test young adults’ coping skills and 
adaptability.  Emerging adulthood is a time when identity formation reaches its peak and 
young adults develop and refine the skills needed to thrive in adulthood (Arnett, 2000).  
While many young adults enter the workforce directly after high school completion, 
others attend college to cultivate career readiness skills prior to entering the workforce 
full time.  As of September 2018, the Florida Department of Economic Opportunity 
reported 247,396 job vacancies across the state with 29,105 (or 11.8%) of those 
vacancies listing bachelor’s degree as a job requirement; also, most vacancies did not 
require more than two years of prior work experience.  Further, the context was shaped 
by situating the college-to-career transition from a public university within State 
University System of Florida.  Florida was named as the "Best State for Higher 
Education" U.S. News and World Report, based on the state's significant achievements 
in graduation rates, low debt at graduation, and the cost of tuition and fees (Tallahassee 
Democrat, 2017).  The 2025 System Strategic Plan (2016) for the State University 
System of Florida Board of Governors outlined a plan to increase community and 
business workforce through excellence, productivity, and strategic priorities to cultivate 
a successful transition into the workforce upon college graduation and advance the 
careers of university alumni beyond that transition. 
The State University System of Florida Board of Governors (2018) reports that 
154,964 students graduated from nine predominantly White universities from the 2013-
2014 academic year through the 2015-2016 academic year; and of those graduates, 
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15,606 of those graduates are Black.  This qualitative study focused on a subgroup of 
Black graduates who entered the workforce after college graduation.  As of 2016, 
approximately 59% of Florida residents ages 16 and older were in the workforce and 
about 28% of Florida residents who were age 25 years or more possessed a bachelor’s 
degree or higher.  A longitudinal study on graduates from universities in the State 
University System of Florida reported that 93% of the collective graduating classes of 
2008, 2009, and 2010 were gainfully employed five years after graduation and 30% had 
earned additional academic credentials within that timeframe.  This information could 
provide data to address the needs of women of color with college-educated parents who 
predominantly White institutions within the state’s system. 
Setting.  Black women who are second-generation college graduates, or 
alumnae, who transitioned from a predominantly White educational institution into the 
workforce was the focused context of this study.  The State University System of Florida 
has 12 four-year institutions: Florida Agricultural and Mechanical University, Florida 
Atlantic University, Florida Gulf Coast University, Florida International University, Florida 
Polytechnic University, Florida State University, New College of Florida, University of 
Central Florida, University of Florida, University of North Florida, University of South 
Florida, and University of West Florida.  Each was labeled with institution types based 
on the racial/ethnic makeup of their student population.  Florida Agricultural and 
Mechanical University is a designated Historically Black College/University (HBCU) 
because of its establishment prior to 1964 with a principal mission to educate Black 
Americans; and Florida International University is a Hispanic-Serving Institution (HSI) 
based on the full-time undergraduate enrollment among Hispanic students which meets 
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or exceeds 25% of its student population (U.S. Department of Education, 2016).  The 
other 10 educational institutions were considered predominantly White institutions 
(PWIs) as most of their student population (50% or more) was comprised of White 
students (Brown & Dancy, 2010) at the time the study began.  Predominantly White 
Institutions in Florida were chosen as the setting for this study to limit the variation in 
perceptions and experiences across the sample of participants based on institution 
type. 
Each of the 10 PWIs in Florida have a career service center which utilizes a 
career portal (i.e., Handshake) among other options to provide access to career 
readiness resources, services, and opportunities for current students and graduates of 
their respective institutions.  Affiliated individuals, such as alumni, can register for career 
fairs, complete a job search, participate in mock interviews, and get assistance with 
resume development at no cost.  Also, many colleges within the universities offer 
discipline-focused career services for specific academic majors.  These services could 
assist with the college-to-career transition for students and graduates as applicable to 
their specific career field in addition to the institution’s career service center.  
Participant Recruitment 
In order to recruit participants, I searched the internet to accumulate email 
addresses and links to social media profiles for 250 chapter-affiliations/organizations 
focused on serving Black college students, Black college graduates, and Black 
professionals in a spreadsheet to create a sampling frame.  Organizations for 
recruitment were selected based on geographic location; the list included social, 
professional, and discipline-specific groups such as groups for accountants, educators, 
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and social workers.  I sent a message with the recruitment flyer attached and asked 
them to disseminate it through formal and informal means.  See Appendix B for a copy 
of the recruitment flyers.  The flyers were also shared through my personal social media 
pages on LinkedIn, Facebook, and Instagram.  Specifically, through my LinkedIn 
Premium account, I sent the recruitment message to potential respondents based on 
their graduation year, the name of the institution attended, and their physical 
characteristics in their picture (i.e., individuals who looked Black/African American) on 
their LinkedIn profile.  See Appendix C for a copy of the recruitment message. 
Since the participants were required to be Black males and females, 21 to 29 
years of age, who graduated with a bachelor’s degree between January 1, 2013 and 
December 31, 2018 and had one or both parents who were a first-generation college 
graduate, a screening questionnaire was the first step to participation in this study.  See 
Appendix A for a copy of that questionnaire.  The screening questionnaire was 
completed by 85 individuals.  Respondents who met the eligibility requirements based 
on their responses in Qualtrics were asked to provide their names and email addresses 
voluntarily, if they wanted to participate in the study.  However, some respondents were 
able to provide their contact information even though he or she did not meet the 
eligibility requirements.  The survey logic allowed for respondents to proceed through 
the final questions to determine which parent(s) earned at least a bachelor’s degree.  
Therefore, if the recipient marked that his or her mother did not have a bachelor’s 
degree, the questionnaire would still allow the respondent to proceed to the next 
question about the father’s education status.  The subsequent question was about the 
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education status of the respondents’ grandparents.  This question was posed to ensure 
the student was indeed a second-generation college student, and not third or higher. 
I reviewed the responses to the screening questionnaire about each parent’s 
education status to ensure the link to the follow-up questionnaire was sent to those who 
met the eligibility criteria.  See Appendix D for a copy of the invitation to participate.  
See Appendix E for a copy of the follow-up questionnaire.  After sending the flyer for six 
weeks and completing interviews with seven female participants from January 2019 to 
February 2019, I received no questionnaire responses from eligible male participants.  I 
consulted my committee and we agreed to move forward with the study focusing on 
Black women who were eligible for the study.  See Appendix F for a copy of the 
interview invitation.  I completed interviews with five additional female participants who 
completed the screening questionnaire and the follow-up questionnaires over the next 
four weeks.  There were 15 qualified female participants and 14 of them were sent the 
follow-up questionnaire (Appendix E); however, only 12 participants were responsive to 
scheduling and completing the interview.  I interviewed each of the 12 participants for 
the study. 
Pilot Study.  In acknowledgment of the emergent design of qualitative research, 
I conducted a pilot study with four individuals to check aspects of the data collection 
process or questions and, subsequently, appropriately shape the analysis.  I made 
necessary adjustments to each instrument and the interview guide, such as changing 
the sequence of questions and word choice, for use in the study and the data analysis. 
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Instrumentation 
Human beings are the primary instrument in qualitative research (Creswell, 2013; 
Grbich, 2013; Merriam & Tisdell, 2015).  In this qualitative study, I gathered primary and 
secondary sources of documents and artifacts accumulated during the college-to-career 
transition from the study participants.  I also conducted each participant interview and 
reviewed the secondary data sources. 
Data generated from interviews, journal entries, and documents/artifacts 
provided insight about the college-to-career transition of 12 Black second-generation 
alumnae who graduated from one of the predominantly White institutions in the State of 
Florida University System.  A screening questionnaire (Appendix A) was used to collect 
information about the demographic makeup of respondents.  See Appendix G for a copy 
of the final interview protocol.  A follow-up questionnaire (Appendix E), a second journal 
entry, and a semi-structured interview protocol guided interviews with study participants.  
The use of multiple methods of data collection and multiple data analysts (i.e., doctoral 
candidates and recent graduates with expertise in qualitative research) were methods of 
triangulation employed in this study to build trustworthiness (Merriam & Tisdell, 2015).  
The participant questionnaires and interview questions were derived from data collected 
in March 2016 from focus groups comprised of Black second-generation college 
students and moderated by me.  Recruitment and data collection began upon receipt of 
Internal Review Board (IRB) approval in December 2018.  See Appendix H for a copy of 
the IRB approval letter. 
Informed consent.  The landing page of the screening questionnaire was a 
short, informed consent document viewed by participants before they completed 
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questionnaire; respondents did not need to provide an electronic signature.  See 
Appendix J for a copy of the online informed consent form.  I obtained written informed 
consent using the approved consent document in line with Section 11 of the Human 
Research Protection Program Policy Manual from participants who qualified for an 
interview at the time of the interview.  When participants entered the office for the face-
to-face interview, I obtained their signatures on a printed copy of the University of South 
Florida Institutional Review Board (IRB) approved consent form provided for them to 
sign (Appendix I).  Participants gave a recorded verbal statement of consent for audio 
recording, and video recording if meeting through Zoom, in both interview formats.  
Questionnaires.  The collection of demographic data and information about 
educational background in the first questionnaire occurred during the screening process 
(Appendix A).  It was the first step to determine eligibility for participation in the study; it 
required respondents to confirm their racial identity as Black/African American, their 
education status as bachelor’s degree recipients from one of the identified institutions, 
and their identity as the offspring of first-generation college graduates.  The second 
questionnaire (Appendix E) provided additional insight on the college-to-career 
transition and employment status, graduate school enrollment, and a brief description of 
their college-to-career transition.  Eleven participants provided information about their 
familial background and the college-going culture of their upbringing in a journal entry 
giving an overview of their transition.  Data from the questionnaires were organized to 
align with the domains of Schlossberg’s transition model (situation, self, strategies, and 
supports) during the data analysis and interpretation.  Collectively, the response to the 
questionnaires shaped the context of the findings in terms of the influence of gender 
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and race, family of origin, life events, turning point experiences, and other persons in 
the participants’ life (Merriam & Tisdell, 2015). 
Interviews.  I used a semi-structured interview (see Appendix G) to inquire about 
a set group of topics, with flexibility in the timing and wording of the questions based on 
the participants’ responses (Merriam & Tisdell, 2015).  This conversational flow to the 
interview allowed participants to share rich descriptions and brief stories from their 
experience without probes or interruption.  Many of the questions about the college-to-
career transition prompted recollection of experiences from their recent past.  Interviews 
were the best fit for this study as it restores the feelings, behaviors, and interpretations 
of the participants’ accounts which may have been difficult to replicate through other 
methods (Merriam, 2015).  
I conducted one semi-structured interview with each study participant.  During 
the interview, I took notes about personal observations and thoughts which were used 
to probe during the interview.  Interviews took place through videoconference using 
Zoom (4 of the participants) or in-person (8 of the participants) and followed the 
approved protocol for this study (Appendix G).  Upon completion of the interview, 
participants received a $25 Visa gift card for their participation in the study.  With written 
and verbal permission from the participants, the interviews were audio recorded.  I 
submitted the audio recordings to a company for transcription. 
Participant journals.  Journaling was an opportunity to illuminate stories 
(Creswell, 2013).  Each participant completed two journal entries.  The first journal entry 
was completed and submitted electronically in follow-up questionnaire (Appendix E) in 
response to the following prompt,   
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Second-generation college alumni have at least one parent who earned a 
bachelor’s degree or higher as a first-generation college graduate.  Black 
second-generation alumni come from diverse academic, cultural, and social 
backgrounds.  Please describe how your background has shaped your college-
to-career transition using 750 words or less. 
 
The second journal entry was a handwritten reflection—or typewritten for 
videoconference participants—about the meaning of their documents and artifacts and 
connection to the college-to-career transition completed at the beginning of the 
interview meeting.  I also offered each participant an opportunity to share any additional 
recollections or experiences generated during the interview prior to the conclusion of the 
interview.  All of them elaborated on what was mentioned in the second journal entry. 
Documents and artifacts. Merriam and Tisdell (2015) encourage researchers to 
be receptive towards items the participants may feel accurately represent any portion of 
their college-to-career transition.  When I invited eligible participants to complete the 
interview, I also requested them to bring documents and other artifacts relevant to their 
college-to-career transition which could offer insight on their experiences as an alumnae 
in the developmental phase of emerging adulthood (Grbich, 2013; Miles, Huberman, & 
Saldana, 2014).  Participants could bring up to three documents or artifacts to the face-
to-face interview.  At the beginning of the meeting for the interview, participants signed 
a printed copy of the consent to participate in the audio-recorded interview.  See 
Appendix I for a copy of the approved written consent form.  When completed, I 
collected the signed written consent form and allowed the participant to write the second 
journal entry about their documents or artifacts.  
I received pictures of the documents or artifact(s) through a secure email account 
prior to the interview with participants who were interviewed through videoconference; 
 60 
also, I took pictures of the artifacts brought to the face-to-face interview.  Documents 
included publications about tutoring programs; participant awards, name badges, 
electronically published articles, handwritten notes with quotes from a professor, 
admissions letters, and items distributed during an event.  Artifacts included things such 
as a shirt, a picture of family members, a picture of vehicle, a laptop, and other 
memorabilia.  I asked for additional discussion about the documents’ and artifacts’ use, 
their history, and why they chose to present them at the interview. See Table 1 below 
for a list of artifacts that each participant brought to the interview. 
Table 1 
Participant Artifacts and Documents 
Participant (Pseudonym) Artifacts and/or Documents 
Annie Truck from Father; Summa Cum Laude medallion;  
Service T-shirt from scholarship program  
Yvonne Family Picture as an infant; School ID; Picture at professional 
conference 
Adele Car; picture of dresses labeled with names of close friends; 
laptop 
Aria White coat, student ID (grad school), sobriety award 
Jessica Student ID (provides access even beyond graduation); cap 
and gown; USF license plate 
Megan Guide dog; wallet; tutoring center info card 
Chloe PRIDE bracelet, work name tag, high school tassel, quotes 
from professor 
Jewel Student ID; desk flag; procedures book 
Desiree Father's college letters, picture of niece, Bible 
Autumn Ethics certificate 
Christian Two articles, USF student ID 
 
Researcher journal.  Documentation of happenings and personal feelings were 
another data source for this study.  The researcher journal brings awareness to my 
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development and biases during the research process (Merriam & Simpson, 2000).  After 
three interviews, I used a voice recorder to document observations and sent the 
recorded notes to a company to transcribe them; then I reviewed the transcriptions 
during the data analysis process.   
Data Collection 
Creswell (2013) purports researchers can gather multiple sources of data to 
make sense of them and to organize them for interpretation.  For this study, data were 
collected through two questionnaires, two journal entries, documents or artifacts, the 
transcribed audio-recorded face-to-face interview (or transcribed audio- and video-
recorded interview via videoconference), and the researcher journal.  See Appendix J 
for a copy of one participant’s interview transcript.  Each questionnaire, writing prompt, 
and probing questions were carefully crafted to elicit responses which address one or 
more components of the conceptual framework.  I gathered information from individuals 
who responded to the study recruitment message (Appendix C) or materials (Appendix 
B) shared via email and social media; respondents completed a screening 
questionnaire (see Appendix A).  An example of my research journal entry is below 
Black women are aware of their mistreatment but they overlook the issues to 
manage perceptions or force themselves to be empathetic by placing 
consideration for the offenders over their personal comfort. It’s so ingrained in us 
to be like “that's just the way it is” and find a way to work around it for the sake of 
our personal professional well-being. While I, too, am internally outraged as I 
listen to these stories, I can’t say that my reaction has been any different when I 
experienced similar situations. The desire, and deliberate action, to surround 
ourselves with people who do not look, act, or think like us doesn’t seem to be 
reciprocal. We’re the people who have to bend and accommodate the feelings of 
others--to protect ourselves and the offenders from this fragility that is cultivated 
by our environments yet detrimental to the well-being of the victims. 
 
This entry was in response to listening to the audio recording from an interview with a 
participant who discussed the contradictory culture of her workplace regarding her 
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appearance.  Although the workplace aimed to promote racial diversity in their 
advertisements, this participant faced discrimination and workplace limitations because 
she wore her natural curls as her hairstyle. 
Respondent to study participant.  To become a study participant, respondents 
completed a screening questionnaire.  The screening questionnaire comprised of 
questions about gender, birth year, race, ethnicity, level of education, undergraduate 
graduation date (month and year), and level of education for their parents and 
grandparents.  If the responses to the questionnaire deemed them eligible for the study, 
a space was provided at the end of the questionnaire for respondents to provide their 
name, phone number, and email address to be contacted for participation in the study. 
I reviewed responses provided by the respondents in the screening questionnaire 
response every two days to check for eligible participants. I sent an email message to 
respondents who met the criteria for this study with a link to the follow-up questionnaire 
(Appendix E).  The follow-up questionnaire contained questions about the name of the 
university or universities attended, employment status, and current postsecondary 
enrollment status.  At the end of the questionnaire, participants completed the first 
journal entry in response to a writing prompt to summarize their college-to-career 
transition.  This journal entry served as an experience/behavior question to get an 
insight about what “a person does or did, his or her behaviors, actions, and activities” 
(Merriam & Tisdell, 2015, p. 118).  I reviewed the responses to the follow-up 
questionnaire for responses to all questions, and for further screening purposes in their 
short answer responses, then identified participants for the interview. 
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When the follow-up questionnaire was complete, I invited the participant to 
schedule a face-to-face interview (Appendix F).  The only participants allowed to 
complete an interview were those who completed the first journal entry and had 
characteristics aligned with inclusion/exclusion criteria.  I followed up with each 
participant at least twice to via email, text message and phone call to schedule and 
confirm the interview.  If requested by the participant, a videoconference was scheduled 
in lieu of the face-to-face interview.  During the point of contact, I asked participants to 
select a time and date for the interview to be held in my office on the Tampa campus of 
University of South Florida—or to request another location/format for the interview.  
Also, participants were given further information on what to bring, or submit prior, to the 
interview (i.e., documents and artifacts) and completed a second journal entry during 
the interview meeting to describe those items.  
Interview format.  Semi-structured interviews were completed with four 
participants using Zoom to facilitate the videoconference; seven face-to-face interviews 
were completed in my office in the Muma College of Business at University of South 
Florida, and one face-to-face interview took place in a private study room at University 
of South Florida St. Petersburg.  Participants who completed their interview through 
videoconference sent the consent form, pictures of their artifacts, and a brief description 
of each item to my USF email account prior to the completion of the interview.   
Each participant presented one to four items which were important to their 
college-to-career transition and spent the first portion of the meeting writing up to one 
paragraph about each item as I took a picture of their items.  I recorded the audio from 
each face-to-face interview on a voice recorder; and I used the recording feature 
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available through Zoom software for interviews completed through videoconference.  
The range for the duration of each interview was between 32 minutes and 80 minutes.    
The audio recording from each interview was uploaded through the password-protected 
server immediately after it occurred and sent for transcription, which was completed by 
a service provider.  Each participant in the face-to-face interview received their $25 
VISA gift card.  Videoconference participants were mailed their gift cards in batches on 
April 15, 2019 and April 17, 2019, respectively. 
Data Analysis 
Thematic analysis was the approach used to analyze the study data. Braun and 
Clarke (2006) outlined a six-phase thematic analysis process and explained “[thematic] 
analysis is not a linear process of simply moving from one phase to the next.  Instead, it 
is more recursive process, where movement is back and forth as needed, throughout 
the phases” (p.86).  I found applied thematic analysis to be an appropriate, flexible 
method to use to generate central themes from the study participants’ data (Braun & 
Clarke, 2006; Nowell, Norris, White, & Moules, 2017).  A diagram of the analysis applied 
to this study can be found in Appendix L.  
Braun and Clarke’s (2006) six-phase process for thematic analysis was used to 
organize and synthesize the data on the college-to-career transition of Black second-
generation college alumnae.  This form of data analysis produces codes (e.g., ideas or 
categories of ideas), and subsequently, themes from the words of participants.  I used 
Nowell et al. (2017) description on how to build trustworthiness into the Braun and 
Clarke’s (2006) six-phase thematic analysis using their study on strategic clinical 
networks as an exemplar.  As I explain each step of the data analysis for my research 
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study, I also provide information on how I established trustworthiness based on the 
recommendations of Nowell et al. (2017).   
First, I used a deductive approach to organize and restructure data using 
categories from Schlossberg’s (2011) transition model, intersecting identities, and 
metaphorical capital.  Then I used an inductive approach to identify patterns and 
emergent themes rooted in the elements of the study’s conceptual framework.  A within-
participant analysis aided the process of generating codes; and then, I employed cross-
participant analysis to garner a holistic depiction and interpretation (Merriam & Simpson, 
2000).  The six phases of thematic analysis that follow used for this study are all based 
on Braun & Clarke’s (2006) model. 
Phase 1: Familiarizing myself with the data.  To build familiarity with the data 
from various sources, I used techniques rooted in case-centered inquiry to organize my 
notes.  I grew familiar with the data as I read, listened, and organized it.  Data were 
analyzed and reorganized categorically using the 4 S’s of Schlossberg’s transitional 
model (situation, self, supports, and strategies), metaphorical capital (social, cultural, 
and human), and the intersecting identities (race, gender, and education status) as the 
codes and categories for this stage of analysis to assess psychosocial resources and 
readiness for the college-to-career transition for Black second-generation college 
alumnae in the developmental phase of emerging adulthood.  The use of tables enabled 
me examine stories developed through the multiple methods, including interviews and 
documents, to complete a within participant analysis and cross-participant review.  See 
Tables M1, M2, and M3 in Appendix M for an illustration of how I restructured the data. 
 66 
Upon receiving the interview transcription, I listened to the audio for the interview 
while reading its transcription.  I was the interviewer for each participant interview which 
enabled me to make grammatical corrections and clarifications based on my field notes, 
as needed.  I also read the journal entry response to the prompt to describe the college-
to-career transition in the first journal entry, and the description of their artifacts 
presented during the interview as journal entry two to provide further context and 
triangulate the data.  I began the data analysis as the transcription for each interview 
was completed.  It was at this point in the data collection process that all other materials 
were submitted to me from each participant.   
I created a table based on a priori questions which guided this study to organize 
and describe each participant’s responses according to the concepts presented in the 
respective research questions.  One row was assigned to each of the 4 S’s of the 
transitional model, the three forms of metaphorical capital, the three intersecting 
identities which formed the context for this study.  Additional rows were inserted to 
document the participants’ artifacts and provide a vignette describing their college-to-
career transition based on their respective responses.  There were 12 columns labeled 
with each participant’s pseudonym used in place of their real name (see Table M1).  I 
wrote a summary of the college-to-career transition for each participant based on the 
content of the interview transcript, the information provided in response to the multiple-
choice questions in the two questionnaires, the journal entries, and participants’ 
artifacts. 
I repeated this process for each participant to complete a within-participant 
analysis.  Their accounts were reconstructed into vignettes (i.e., participant profiles) to 
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form a cohesive, chronological description of the college-to-career transition for each 
participant (Creswell, 2013; Grbich, 2013).  I wrote brief descriptions within the 
sociocultural context to illuminate the duality of second-generation college alumnae 
from the identified institutions in their college-to-career transition during the 
developmental phase of emerging adulthood.  To aggregate the relevant data from all 
participants, I created two additional tables to aid with the across-participants analysis, 
to seek patterns, similarities, and differences across all the data (see Tables M2 and 
Table M3).  The rows in those tables were labeled using the 4 S’s of the transition 
model and the columns were labeled with the three forms of metaphorical capital and 
the three intersecting identities, respectively. 
Nowell et al. (2017) recommended a structured recordkeeping process and 
suggested researchers store raw data in a well-organized manner.  Therefore, I 
maintained electronic folders and physical folders of the data from the study participants 
in a secure location.  I stored the electronic files, and pictures of the artifacts, in a 
password-protected cloud storage site connected to my institutional email account.  I 
also stored a physical folder of each participant’s data in my secure office location.  I 
downloaded the individual questionnaires from Qualtrics and consolidated the 
responses from each questionnaire into one PDF file for each participant.  Each folder 
contained a copy of the participant’s questionnaires, the signed consent form, the 
interview transcript, and the second journal entry.  Participant data included two 
electronic questionnaires, two journal entries, and up to four artifacts per participant. 
Phase 2: Generating initial codes.  After I constructed Tables M1, M2, and M3, 
I listened to the recording of each interview again while reading the electronic version of 
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the transcripts and made notations in the margins of the document.  At this point, I 
began my transition into phase two, which was to generate initial codes (Braun & 
Clarke, 2006).  I carefully reviewed each interview transcript and recording once again 
to assess the participant’s responses to the topics addressed in the interview protocol.  I 
underlined, highlighted, and created notes in the margins about phrases and statements 
that were meaningful to me as a researcher.  I noted responses and references to 
scenarios in the Tables M2 and Tables M3 as I listened and reread each transcript.  Not 
only did the tables help organize the data, they were also a system of coding and 
cataloging documents and artifacts (Merriam & Tisdell, 2015).  I reviewed the notations 
for relevance and created a code, or short phrase, for the passages focused on a single 
idea. 
During this phase in the process, I reviewed my interview notes as a researcher, 
the transcript of my audio-recorded journals, and debriefed with peer reviewers for the 
study to maintain awareness of and mitigate biases towards the interpretation of those 
stories, as suggested by Nowell et al. (2017).  I described the settings, feelings, and 
reactions to the content involved (Merriam & Simpson, 2000).  The reflexive journal and 
peer debriefing illuminated points for discussion and discovery for me.  I used this 
phase of analysis to understand the influence of participants’ intersecting identities and 
metaphorical capital in the college-to-career transition for each participant using journal 
entries, documents, artifacts, and interview data in short phrases and topics.  The 
completion of this phase allowed me to identify data in response to the a priori 
questions which guided this research study. 
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Phase 3: Searching for themes.  Further, I reviewed their responses to the 
journal prompts, transcripts, and their artifacts documents in the Tables M1, M2, and M3 
to understand their responses as a second-generation college alumna of a 
predominantly White institution in the college-to-career-transition in the developmental 
phase of emerging adulthood.  While the focus was not on the sociolinguistic content 
and structure of the data collected, I examined the story among the group of stories 
within the sociocultural context (Riessman, 2008).  In the process, I followed Grbich’s 
(2013) prescribed process to identify the boundaries, explore the content, and context of 
each participant’s situation.  I used a column in a blank spreadsheet to list keywords, 
phrases, and other notations in this review.  In the neighboring column of the 
spreadsheet, I noted the names of participants and used direct quotes from participants 
to form the definitions for each code.  I took note of phrases and topics as they 
appeared to identify commonalities and patterns in participant responses beyond the 
components of the transition model. 
I used notes from participant data for open coding; I also used my notes taken 
during the interviews and the documents/artifacts to guide axial coding (Merriam & 
Tisdell, 2015).  After reviewing the codes, I began to group them in categories based on 
identifiable patterns in the data.  Organizing the data and consolidating phrases into 
topics allowed me to generate 19 codes, grouped into six categories, and ultimately 
three main themes connected to the original assessment using the 4 S’s of the 
transition model.  Using that list, I was able to derive a second level of topics which 
characterized the topics and matched the theme.  The broad themes generated during 
the inductive analysis were used as Level 3 themes for the peer review.  Level 2 themes 
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were categories in which the Level 1 codes could be generalized; Level 1 are specific 
topics or phrases found in most participants’ descriptions. For a complete list of the 
themes, categories, and codes, see Appendix N. 
Phase 4: Reviewing the themes.  I aimed to capture each participant’s account 
within a sociocultural context (Merriam & Simpson, 2000).  To ensure this was 
accomplished, I selected two full transcripts for review by two individuals skilled in 
qualitative research.  Having peer reviewers code a full transcript using those 
approaches was a way of “returning to the raw data and comparing it to the developed 
themes” (p. 10) as recommended by Nowell et al. (2017).  Each reviewer read the 
transcript twice—once for codes based on the examples provided in the conceptual 
framework for the study based on the literature about the transition model, metaphorical 
capital, and intersecting identities (e.g., deductive approach); and another time using 
the themes derived from the inductive analysis.  This was the way in which I reviewed 
the data—deductive approach then inductive. 
First, I sent the transcript for review, requesting the reviewers to make notations 
about elements of the conceptual framework based on the literature.  Then the 
reviewers read it a second time.  For each of the Level 1 themes, I provided an excerpt 
from a transcript which provided a clear example of the respective themes.  When the 
first review was complete, each of them received an email with a copy of a transcript 
and the codebook based on the themes from the inductive analysis with a direct quote 
from a participant as an example of the Level 3 theme.  After one week, I met with each 
reviewer separately to compare codes for each transcript.  I finalized the Level 1, 2, and 
3 themes and codes based on our discussion after their analysis.  Themes and 
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examples from the conceptual framework, which was based on the literature about 
transitions, metaphorical capital, and intersecting identities, were also included in the 
review of the transcripts.  Using the literature and the data, I provided operational terms 
based on the respective literature for each component of the transitional model, 
metaphorical capital, and intersecting identities.  After consulting with an expert 
qualitative methodologist, and the codebook was completed, I sent the codebook to two 
reviewers for their input on the definitions and suggests on refining the codes for clarity 
(Appendix N). 
Phase 5: Defining and naming themes.  As Merriam and Simpson (2000) 
suggest, inductive approach is well-suited for this study as research about second-
generation college alumnae from predominantly White institutions is scant.  To capture 
a broader scope of their college-to-career transition in the developmental phase of 
emerging adulthood, I identified contextualized themes using an inductive analytic 
approach.  Creswell (2013) defined themes as “broad units of information that consist of 
several codes aggregated to form a common idea” (p. 186).  Themes help individuals 
understand what about the phenomena.  Constructing the tables enabled me to use the 
rich data to develop thick descriptions for the emergent themes.  As Nowell et al. (2017) 
suggested, I maintained documentation in the form of written correspondence and notes 
from face-to-face meetings with reviewers on naming the themes. 
Phase 6: Producing the report.  Using the summary of each participants’ 
account based on a within-participant analysis from Phase 1, I created a participant 
profile.  I identified themes based on across participant analysis and refined it after the 
data analysis using researcher triangulation.  Each participant received, and responded, 
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to an email which presented the opportunity to offer corrections or clarification of their 
respective profile as a form of member checking.  These profiles are in Chapter 4.  
Nowell et al. (2017) outlined a pragmatic way to conduct a trustworthy thematic analysis 
“to create sensitive, insightful, rich, and trustworthy research findings” (p. 2) based on 
Braun and Clarke (2006) six-phase thematic analysis.  I followed this process to 
generate the findings and discussion of findings in Chapter 5.  
Trustworthiness 
Merriam and Simpson (2000) explain the “rich, thick descriptions, the words (not 
numbers) that persuade the reader of the trustworthiness of your findings” (p. 101).  
Triangulation increases credibility, which contributes to trustworthiness in the 
researcher’s interpretations.  It can be accomplished using multiple methods, multiple 
sources of data, multiple investigators, or multiple theories to confirm emerging findings.  
In this study, the method of triangulation included multiple methods (i.e., questionnaires, 
journals, and interviews), multiple investigators (i.e., other reviewers for data analysis), 
and multiple theories (i.e., emerging adulthood, transition model, forms of capital).  
Trustworthiness is the summation of internal validity, external validity, and reliability 
(Merriam & Tisdell, 2015) and I employed several strategies to address these areas.  
Credibility, or internal validity, for qualitative researchers, determines if the 
findings were aligned with reality.  Merriam and Tisdell (2015) purport in qualitative 
research, there are multiple realities; as the instrument, the human is closer to those 
realities than any other tool.  Creswell (2013) asserts “[researchers] cannot step aside 
and be ‘objective’ about what we see and write.  Our words flow from our own personal 
experiences, culture, history and backgrounds” (p. 277).  Researchers must 
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acknowledge personal shortcomings and biases to understand how subjectivity shapes 
the investigation and findings (Merriam & Simpson, 2000).  As such, I maintained a 
journal to mitigate feelings, biases, and assumptions throughout the data collection and 
interpretation process.  I also used external reviewers to verify coded themes and 
review for consistency. 
Participants had the opportunity to review their profile to add information or 
provide clarity to statements utilized from the data.  See Appendix O for a copy of the 
email sent to the participants.  All the participants affirmed their profiles as written or 
with minimal changes.  Generalizability, or external validity, is an assessment of 
applicability of findings to other situations.  How the findings can be applied to other 
scenarios for research is determined at the reader’s discretion.  Being a subjective 
experience does not nullify the legitimacy of the experience (Creswell, 2013).  By 
providing a rich, thick description of this process, readers of this study should be able to 
apply the findings.  The descriptions derived from this study were meant to be used as a 
way to understand the processes, actions, and interactions of emerging adults coping 
with marginalized intersecting identities during the college-to-career transition (Merriam 
& Simpson, 2000).  It was my responsibility as the researcher to be transparent about 
the procedures in qualitative research. 
Consistency, or reliability, for qualitative researchers, calls for findings which can 
be replicated through a similar study.  However, in qualitative research, Merriam and 
Tisdell (2015) acknowledge there can be numerous interpretations of any data; different 
interpretations do not discredit the findings of another study.  The focus on consistency 
and dependability ensures the results are consistent with the data collected.  I used 
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triangulated data to analyze for patterns and themes and ensure accurate 
representation of participants’ viewpoints (Creswell, 2013).  The use of a journal, to 
include researcher reflections during the data collection, document the questions and 
decisions made through the data analysis process (Merriam & Tisdell, 2015).  This also 
mitigated feelings, biases, and assumptions throughout the data collection and 
interpretation process.  To further ensure consistency, I enlisted peer/colleague 
reviewers for thematic analysis verification.  Peer reviewers were doctoral candidates 
and recent graduates who reviewed the interview transcripts to corroborate themes and 
patterns generated in the coding process. 
Researcher Role/Reflexivity 
Creswell (2013) states “researchers have a personal history that situates them as 
inquirers” (p. 51).  My academic record, household income, and status as a second-
generation college-student placed me in the margins of the criteria for merit-based 
opportunities, financial need-based initiatives, and college bridge programs.  While 
navigating a series of academic and financial dichotomies to carve my path to college 
completion, I was met with obstacles due to my race, gender, or education status—or 
other blends of these identities.  My demographic characteristics had a great influence 
on my life’s trajectory.  I did not qualify for Federal TRIO programs because of my 
parents’ moderate income and my father’s educational background.  There were 
community-based initiatives which focused on Black male achievement; but none for 
Black females.  My knowledge of, and access to, merit-based opportunities were 
limited.  More access, awareness, and opportunity to participate in support programs 
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and expand connections in other networks was another way to capitalize on 
socioeconomic mobility and streamline my career trajectory. 
When I conceptualized this study, I sought to compare the experience of second-
generation college graduates with my experience as such.  Being a Black woman 
certainly influenced my college-to-career transition however, I thought my identity as a 
Black graduate with a college-educated parent was important as well.  I did not seek 
specific outcomes (i.e., lucrative jobs, admission to graduate school, or other measures 
of success) rather I thought to illuminate the experiences, and in what ways these 
identities shape those experiences as a dually privileged yet marginalized individual in 
the college-to-career transition.  To capture a description of the experience, I saw 
common features between their narratives and my own.  Those features include 
meaningful travel experiences, inadvertent skill-building through informal learning and 
organized activities, and strong connections to parents during the transition.  Aside from 
these discoveries, I wanted to know what other second-generation college graduates 
did to achieve their desired outcomes. 
Kanuha (2000) defined insider research as “studies with populations, 
communities, and identity groups of which they are also members” (p. 439).  As a Black 
woman with a college-educated parent, I am a second-generation college alumna of a 
predominantly White institution in Florida and had some access to this group of Black 
students through professional and personal relationships developed during my college-
to-career transition.  My academic achievement, household income, and parent’s level 
of education limited my access to merit-based, need-based, and community-based 
initiatives for individuals from underrepresented racial groups.  While I discovered many 
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parallels to the descriptions collected from the study participants, I maintained a 
researcher journal as a space to bracket, or suspend, judgement of phenomena to 
understand the meaning of the experience with minimal bias (Merriam & Simpson, 
2000).  I found a balance within myself to give credence to the accounts of the college-
to-career transition for the participants in this study. 
Limitations 
The sample population for the study was not random and, therefore, not 
generalizable to other populations outside the institution (Creswell, 2013; Merriam & 
Tisdell, 2015).  Purposeful sampling was chosen for this study instead of random 
sampling because I sought a specific subgroup within the Black alumni population.  
Also, various modes of electronic communication were used to solicit participants, which 
limited the sample to those whose contact information was granted to me through direct 
message via email, phone, text and/or social media, and to those who regularly 
accessed the respective modes of communication.  Further, while participants may 
have attended multiple universities to complete their undergraduate degree and may 
have been enrolled in graduate studies, this study was limited to students who only 
attended predominantly White institutions.  In other words, this study did not include 
populations of people who attended historically Black colleges/universities for any 
portion of their undergraduate or graduate studies.  Finally, other facets of each 
participants’ identity such as ethnicity, nationality, immigrant status, sexual orientation, 
religion, or political affiliation as other privileged, marginalized, and/or underrepresented 
identities are mentioned in the findings.  However, race as constructed in the U.S., 
gender, and education status were the primary focus of this study.  
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Chapter 4 
Participant Profiles 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  I collected and analyzed data 
from 12 Black women who are second-generation college graduates (i.e., alumnae) to 
examine how their intersecting identities (i.e., race, gender, and educational status) and 
use of metaphorical capital (i.e., social, cultural, and human capital) influence their 
transition.   Using the data from the questionnaire responses, interview transcripts, 
journal entries, and artifacts from the participants, a comprehensive profile was 
developed for each of the participants to describe their academic, cultural, and familial 
backgrounds based on their situation, self, strategies and support during the college-to-
career transition as a perceivably privileged subgroup within a racially marginalized 
group in the U.S.  The participants’ graduation year range from 2013 to 2018 and the 
women represent four predominantly White Institutions from the State University 
System of Florida.  Their respective place in the college-to-career transition varies in 
graduate school enrollment and employment status; see Appendix P for detailed 
information.  Pseudonyms are used in place of the participants’ names to maintain 
confidentiality. 
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Participant 1: Annie 
 Annie graduated from her university’s honors college in 2017 with a B.S. in 
Psychology and a minor in Political Science.  She was a recipient of two major 
scholarships, which funded her undergraduate academic studies and a trip to Costa 
Rica respectively.  Annie comes from a two-parent household led by her father who 
earned a bachelor's degree and her mother, a GED recipient.  Her father is biracial, a 
blend of Jamaican and Caucasian; her mother is a Black woman who is a native of 
southwest Florida with lineage in the South. 
While Annie says her family was generally supportive of her higher education 
pursuits, she also said she experienced insults, lashing out from her mother, and lack of 
physical affection when she was a child.  Further, Annie explained how her family 
minimized her inability to find a job which paid a living wage.  She briefly worked as a in 
a call center for a state agency after graduation where she was further subjected to 
ridicule by her coworkers because she had a bachelor’s degree, yet she ended up in the 
same position as people with high school diploma.  To cope with stress, she would 
spend time with her ex-fiancé. 
Annie considers herself to be a high achiever; she believes her natural 
intelligence enabled her to successfully navigate her college-to-career transition.    
While her dad and academic advisor were supportive and believed she would be 
successful, Annie had no assistance with finding a job.  Her dad and her family felt her 
possession of a degree should be enough.  Her research experience as an honors 
student qualified her for a research assistant position to support her graduate school 
studies in family therapy.  A different experience with family dynamics in Costa Rica 
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made her take an introspective look at the circumstances of her family in the cultural 
norms in the United States (i.e., individualism and theoretical assumptions in 
psychological approaches).  
 Annie returned from Costa Rica and decided to change career paths from family 
therapy to social work.  She currently works full-time as a governmental accountant and 
she is interested in nonprofit organizations that work with the government.  She is 
currently seeking admissions to graduate school and jobs which will help clarify her 
preferences and direction for her career.  Her artifacts represent each aspect noted in 
her narrative: a t-shirt from the scholarship program; a summa cum laude medallion 
from high school as a reminder of her accomplishments and competency; and a truck 
her father gave her as a high school graduation gift to help her minimize transportation 
obstacles. 
Participant 2: Yvonne 
Yvonne graduated in 2018 with a B.S. in Journalism.  Yvonne completed her 
associate’s degree during the summer after high school graduation and entered college 
as a junior.  She grew up in a two-parent household.  Her mother has a bachelor’s 
degree and her father earned a high school diploma, then enlisted in the military.  Her 
parents, especially her dad, encouraged and motivated her to keep moving forward and 
remain open-minded. 
As a daughter in a military family, Yvonne accumulated extensive domestic travel 
experience and discovered many options through career exploration.  Yvonne admits 
she was very naïve about others’ stance on diversity when she entered college, despite 
her exposure to a diverse environment through her travel experience.  She 
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acknowledges Black women are marginalized based on her firsthand experience and 
advice from her parents and grandparents.  Her parents and grandparents also 
encouraged her to get experience through internships, so she participated in many 
internships starting as early as her senior year of high school.  She intentionally sought 
opportunities to build her expertise to mitigate the effects of others’ perceptions of her 
as a Black woman.   
Yvonne stated that attending a predominantly White Institution (PWI) prepared 
her for the field she planned to enter, which was comprised of very few Black people.  
She does not blatantly advocate for herself, but she has spent her college-to-career 
transition, and the time leading up to it, pursuing opportunities and building her 
expertise to mitigate the effects of these perceptions.  She is currently completing a 
residency with a major theme park.  Yvonne submitted her university student ID, a 
picture of her as a baby with her parents, and a picture of her posing in front of a banner 
at the conference for Black journalists. 
Participant 3: Adele 
Adele graduated in 2013 with a B.S. in Biomedical Sciences.  She was ranked 
5th in her high school graduating class, but because she was not a U.S. citizen at that 
time, Adele was not able to capitalize on the scholarship funds and incentives for top-
ranking students.  Adele’s family encouraged her to stay local for college so that they 
can provide tangible support for her (i.e., living at home, short commute between home 
and campus).  Her mother is a teacher, who earned a master’s degree from the same 
institution.  Her father did not complete high school but is works in construction as an 
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independent subcontractor; Adele worked with him throughout and immediately after 
college. 
Although she acquired a lot of formal training through several university-wide 
leadership roles, Adele was unable to secure employment because of her citizenship 
status.  She has studied for both the Medical College Admission Test (MCAT) and the 
Dental Admission Test (DAT) to enter medical school and dental school respectively; 
however, she was no longer interested in pursuing those occupations after gaining 
hands-on experience. 
Throughout her college-to-career transition, Adele had been indecisive about 
which route to take for her professional and career development.  Adele listens to 
advice from others frequently; however, it usually leads to her changing course abruptly.  
She has navigated her college-to-career transition based on the strong advice of her 
peers, her family, and even her supervisors.  She currently works as a healthcare 
software representative full-time, but she is seeking other options for the next steps in 
her career. 
As one of her artifacts, Adele sent a picture of the back of her car.  It has several 
bumper stickers which demonstrate her support for progressive candidates who 
advocate more lenient immigration laws.  Her other artifacts included her laptop and a 
hand-drawn picture of dresses depicting her and her peers. 
Participant 4: Kendra  
Kendra graduated in 2016 with a B.S. in Health Sciences. She completed many 
of the associate’s degree requirements through the dual enrollment program during high 
school then enrolled in the university as a transfer student in 2012.  Her father works for 
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the government and has since grown to appreciate his perspective in her career 
preparation.  He earned a master’s degree and her mother has a doctorate degree. 
Kendra’s parents are Nigerian and, as a custom in their culture, they have high 
educational expectations.  She was expected to be a doctor or a lawyer; and, she noted 
that her parents still would have pushed her into college even if they had not attended 
college because of this cultural expectation.  Her original intentions were to attend 
graduate school to become a physician's assistant.  However, Kendra’s focused shifted 
from trying to please her parents to finding a career she enjoys 
Kendra believed going to college helped refine her organization skills and her 
conflict resolution skills.  She capitalized on the resources available to her and she was 
not afraid to ask questions.  She learned to find opportunities instead of them coming to 
her.  She continued to build her expertise in the field connected to epidemiology.  She 
worked as a lab assistant at another state university and secured a job at a Level 1 
trauma hospital as a lab assistant.  She was enrolled in a master’s degree program for 
Public Health at the time of the study.  She presented her work ID to represent the 
obstacles she overcame in finding meaningful work she enjoys; her framed bachelor’s 
diploma to represent the importance of education in her culture; and a prayer guide as 
her artifacts during the interview. 
Participant 5: Aria 
Aria graduated in 2018 with a B.S. in Biochemistry.  She enrolled as a doctoral 
student in pharmacy after college graduation.  Her father has a high school diploma and 
her mom has a bachelor’s degree.  Her parents divorced when she was a toddler and 
she lived with her dad.  Aria’s parents highlighted the importance of formal education 
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and encouraged a holistic approach to learning, including experience and other informal 
means.  They helped her manage expectations about the college experience; and, 
subsequently, helped her frame the college-to-career transition with a long-term view. 
Aria was very strategic about building connections and getting wide-ranging 
experience.  She understood the importance of an extensive network—not only in 
seeking an occupation, but also in gaining diverse perspectives.  Aria was also very 
cognizant of how others perceive her.  She was very strategic about who she aligned 
herself with and how perceptions play a major role in navigating a capitalistic 
professional environment.  This was evident as far back as her decision-making process 
about the institution she would attend.  She chose a large PWI to acclimate herself to an 
environment with a broad range of people. 
Aria capitalized on her college experience, and prepared for her career 
thereafter, based on what she saw from others who successfully managed their time as 
they participated in several organizations.  Their perseverance and balance were 
motivations for Aria.  One of her artifacts was an award she received from an 
organization for medical students; the others were her pharmacy white coat and her 
student ID for pharmacy school. 
Participant 6: Jessica 
Jessica graduated in 2018 with a B.S. in Health Sciences.  She originally enrolled 
in a different state university in Florida upon high school graduation.  She transferred 
from that university during her sophomore year of college and entered her alma mater 
as a business major.  Jessica intended to pursue a career in the medical field after 
changing majors from business to nursing; however, she stated was not successful in 
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the nursing program at this intuition, because she lost focus as she simultaneously 
pursued a Certified Nursing Assistant (CNA) license to qualify for jobs at hospitals.  
Coincidentally, Jessica landed a work-from-home job for one of the Big 4 accounting 
firms where she has worked since college graduation. 
Jessica was raised in a two-parent household; her mother has a bachelor’s 
degree and her stepfather has a high school diploma.  She has a firm foundation of 
support from her college-educated mother, who helped Jessica select an affordable 
college and strongly encouraged her to immerse herself in the traditional college 
environment.  However, Jessica wanted to thrive as an independent adult and she had 
her mother to show her how.  This empowered Jessica to take care of her personal and 
financial matters independently, like planning her transition from one state university to 
another and supporting herself with two jobs through college, while enrolled full-time. 
While she was not heavily involved on campus as she focused on growing in 
independence and her ability to take care of herself, Jessica strategically pursued areas 
of interest and opportunities which could lead to her success.  She was confident in her 
ability to secure a corporate position regardless of her identity as a Black woman.  While 
she does have regrets about not taking full advantage of the transitional college 
lifestyle, extracurricular activities included, she has a clear plan to enroll in graduate 
school; to be intentional in her interactions; and to be positively engaged to cultivate 
networking and communication skills.  Her reminder was the cap and gown she has on 
display in her closet, which was one of the artifacts she presented during the interview.  
Jessica’s car tag and student ID from her alma mater also represents the access and 
privileges she of a college graduate. 
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Participant 7: Megan 
Megan graduated in 2018 with a B.S. in Biomedical Science.  She was raised in 
a single-parent household lead by her mother.  Megan’s mother has a high school 
diploma and her father has a bachelor’s degree.  Megan’s narrative stands out because 
she was, indeed a second-generation college student, yet she may have been viewed 
as a first-generation college student because her father was not actively involved in her 
life and was not included in required documentation.  She was unsure if some of her 
need-based support was a result of her household income, the assumption of education 
status, her race, her upbringing, her merit, or a combination of those factors. 
Megan seems to have avoided many common missteps in her journey to 
becoming a doctor.  While she noted her challenges with anxiety, it does not seem to 
impact her academic achievements nor her focus towards her end goal.  Megan has 
already considered what life will be like as a doctor and made accommodations to 
ensure she can manage the stress.  She was keenly aware of what lies ahead of her 
and she is prepared when opportunity knocks—be it with funding opportunities 
(because of her narrative as a person of color from a low-income household) or job 
opportunities (right place, right time, right connections). 
In her interview and her journal entries Megan explained her journey towards 
financial independence.  Her artifacts were her wallet, her guide dog’s badge, and she 
brought a document which was an information card from her tutoring center.  She 
volunteers for an organization which trains guide dogs for disabled people.  Also, as she 
trains the dogs, they also serve as therapeutic dogs for her to assist with her anxiety.  
When she graduated from college, Megan had to decide whether she would return 
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home or stay in the city of her alma mater.  Her supervisor befriended her and allowed 
her to continue her work in the tutoring center; her supervisor was also very 
accommodating of her situation with the guide dog.  Not only was her employment at 
the tutoring center giving her the flexibility to study for the MCAT, but it also allowed her 
to bring in a steady income to support herself away from her mother and successfully 
manage her anxiety. 
Participant 8: Chloe 
Chloe graduated in 2018 with a B.S. in Mass Communications.  She started out 
as a business major with a concentration in advertising; however, she discovered the 
graphics track of the communications program during her sophomore year.  Because 
she had carefully mapped out each semester of her coursework, it was an easy 
transition for Chloe.  Both of her parents are college educated; her mother had an 
associate’s degree but passed away when Chloe was 17 years old; her father has a 
bachelor's degree.  However, because of her citizenship status as a green cardholder 
and other factors, she was often perceived and treated as a first-generation college 
student.  When she completed applications or any documents pertaining to college 
admissions, she was encouraged to say she was first generation so which she could get 
more resources.  She identified herself to be second-generation college student. 
Chloe is a part of the LGBTQ community, which was an important part of her 
identity.  She became more confident in her sexual identity as a lesbian during her 
undergraduate degree program.  She was a member of a student organization for 
LGBTQ students.  Not only did this campus-based organization help her develop 
personally, she also gained valuable skill set as their graphic designer which contributes 
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to her employability.  Chloe’s artifacts included her tassel, her bracelet with the name of 
the student organization, a name badge from work, and a handwritten list of quotes from 
one of her professors. 
While Chloe came from a family with college-educated parents, she was raised in 
a low-income household and she qualified for federal work study.  She acquired work 
experience through her jobs on campus and became gainfully employed.  Chloe has 
found her passion in graphic design and plans to continue pursuing that as a career. 
Participant 9: Jewel 
Jewel graduated in 2016 with a B.S. in Political Science.  She grew up in a two-
parent household in north Florida.  Her mother has a bachelor’s degree and her father 
has a master’s degree.  Jewel’s family was very supportive of all her endeavors.  Even 
in her extracurricular activities, they support her and ensure she gets what she needs to 
be successful.  She was very close to her extended family members, especially her 
grandparents.  They are an important part of her aspirations to complete higher 
education because acquiring knowledge was cultivated in her home environment 
through formal and informal education and experiences. 
Jewel participated in many organizations and extracurricular activities during 
college.  She secured several internships independently through direct contact with 
individuals, law firms, and political campaigns.  She has a plethora of experience in law 
and politics   Jewel was an introspective thinker who aspires to contribute to society 
through law and government.  Further, Jewel understands race is part of what connects 
her to many others; however, she also foresees the barriers ahead of her due to her 
race and gender in her career field.  She was very strategic about leveraging her 
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resources to equip herself and further mitigate the challenges she anticipates.  She 
enrolled in law school and recently decided to stop working so she can enroll as a full-
time student instead of part-time.  Jewel brought three artifacts to the interview which 
corresponded with her college-to-career transition: her undergraduate student ID to 
demonstrate a sense of accomplishment; a small, desktop-sized American flag to 
represent her political goals; and procedures textbook from one of her more challenging 
law school courses. 
Participant 10: Desiree 
Desiree graduated in 2018 with a B.S. in Communications; each of her parents 
have a master’s degree in communications.  Her father completed his undergraduate 
degree from this institution and his classmate, Desiree’s mentor, worked in the provost's 
office.  While Desiree did not participate in any clubs while she was a student, her first 
semester was through a bridge program where she met her best friends. 
Desiree was very reflective and aimed to achieve her life’s purpose.  She seeks 
purpose through her education and work opportunities and conversations with her 
parents.  Her parents taught her that having a college education ensures better 
employment opportunities; Desiree felt she had to go to college to make money.  When 
off course, she redirects her thoughts through prayer and action.  Desiree secured 
employment with her alma mater and plans to take the Graduate Record Examination 
(GRE) soon.  She was not sure about which subject area she would like to pursue for 
graduate school. 
Two of her three artifacts include a Bible she received as a teen and a picture of 
her 10-week-old niece.  She explained that when she was younger, she had many 
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questions and her parents redirected her towards her faith and spiritual connection.  
She dove deep to gain understanding, but it was not until her young adult life that she 
reconnected with her spiritual journey and was seeking clarity on what direction she 
would like to take her career and her personal life.  Desiree also brought in original 
copies of the admissions letters from the universities her father attended in the 1960s 
for undergraduate and graduate studies as well as his master’s thesis.  She explained 
the significance of these documents by stating the challenges he overcame due to the 
racial climate. 
Participant 11: Autumn 
Autumn graduated 2018 with a B.S. in Integrated Studies.  Her father has an 
associate’s degree and her mother has a bachelor’s degree.  While Autumn did not 
claim to purposely rely on her family, they were the conduit for her college-to-career 
transition. 
Autumn started college with an interest in nursing and later became a health 
science major.  She faced some academic challenges and found Integrated Studies is a 
major which encompasses courses from various disciplines.  Autumn said she always 
wanted to be an educator but pursued other occupational fields due to what others said 
about that occupation.  She also had experiences and mentors which redirected her to 
pursue education for her graduate studies. 
She sought employment as a teacher in the southeast region of the U.S. and 
plans to enroll in graduate school to earn a master's degree in teaching and educational 
leadership.  Race was a very present factor in her experiences; she outlined specific 
instances related to high school, college, and career—and she has already anticipated 
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the challenges she will face in the region because of her race.  One thing which differs 
from the other participants was that she does not seem to have a plan to mitigate those 
issues, in the past or in the future. 
Autumn shared a copy of her ethics certificate to document a significant 
component of her college-to-career transition.  This document was meaningful to her 
because it was the first step in becoming a certified teacher.  During the interview, 
Autumn explained that her aunt lives in the region and she grew up visiting her during 
spring break and summer vacations and she likes the area; her aunt has allowed her to 
stay with her as she seeks job opportunities.  She also mentioned through some of her 
current networks, she should be able to secure a position in a short time frame now that 
she has the certificate. 
Participant 12: Christian 
Christian graduated in 2014 with a B.S. in Mass Communications.  She 
completed the TV/Radio track in hopes of becoming a news reporter.  Christian’s father 
has a bachelor’s degree and her mother has an associate’s degree.  She has one sister 
who also graduated from her alma mater and they grew up knowing college was the 
way to a solid career because their father strongly emphasized it. 
Since her childhood, her parents were strategic about the schools she attended 
for elementary and secondary school; Christian was enrolled in magnet schools with 
high academic focus.  Christian was selective about her postsecondary options as well.  
She did not want to attend a Historically Black College/University (HBCU) in Florida so 
she applied, and gained admission, to several state universities.  Christian was also 
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very intentional about the types of experiences in mass communication.  She ultimately 
chose her alma mater because of its distinct accreditation. 
Christian vaguely considers the impact of her intersecting identities on her 
professional life.  She noted comments from her colleagues about her appearance and 
introverted demeanor during the interview; however, rather than be confrontational 
about it, Christian seeks a workplace with more opportunities and a better fit for her 
personality.  Christian presented two published articles completed during her 
employment on campus, as well as her student ID as her artifacts prior to the interview.  
During her time in college and after graduation, Christian worked as a marketing 
professional but desired more meaningful work; she now works for a local nonprofit 
organization.  She is tentative about her plans to attend law school in 2020, but she is 
studying for the Law School Admission Test (LSAT), so she can submit applications. 
Journal Entries 
Participants completed two journal entries.  The first journal entry was a short 
answer response in the follow-up questionnaire.  It was an opportunity for participants to 
provide an unprobed description of their college-to-career transition as Black second-
generation college graduates.  I utilized the details provided in their description, in 
addition to their responses to the questionnaire, to guide our interview sessions and 
pose relevant follow-up questions.  The second journal entry was completed at the 
beginning of the interview as a written description of each artifact presented at the time 
of the interview.   
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Artifacts 
When participants received an invitation to the interview, each participant was 
asked to bring up to three artifacts to represent areas of importance or meaningful 
moments to their college-to-career transition.  While each item had true relevance to 
each person’s narrative and supported the information they shared in their interview and 
in their journals, there were some items which stood out from the rest to truly signify 
elements of the conceptual framework.  There was a total of 34 artifacts submitted for 
the study.  While family played an important role in their college-to-career transitions, 
only two participants shared pictures of family members and two others had items which 
pointed back to family members.  Most participants brought in their school ID, one 
person brought in her work ID—all of which represented access and achievement.  
Many of the participants decided it as a memento of their first major achievement as a 
high school graduate: admission into a four-year university.  It represented access to 
campus activities, campus resources such as computer labs in residence halls, and 
some students still used their school ID to access space on campus and receive 
discounts at local businesses. 
Summary 
 This chapter discussed the 12 participants who ranged from age 22 – 27 years. 
Other demographic information included their employment (6 full-time, 3 part-time, 1 
unemployed, and 2 not seeking employment) and graduate school enrollment (7 
seeking admission, 3 full-time, 2 not seeking admissions).  One participant was married, 
and no participants had children.  
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Chapter 5 
Research Findings 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the development phase of emerging 
adulthood using Schlossberg’s (2011) Transition Model.  The first section of this chapter 
begins with the themes found in the collective descriptions from the participants.  Next, 
the discussion of the themes aligned with the research questions about the influence of 
intersecting identities and metaphorical capital for study.  The last section is the 
summary. 
Emergent Themes 
Participant data were thoroughly reviewed for an understanding of situation, self, 
support, and strategies.  Then, I synthesized themes based on the patterns which 
emerged across all the participant data and captured salient themes of based on the 
influence of the participants intersecting identities (i.e., race, gender, and education 
status) and metaphorical capital (i.e., social, cultural, and human).  The thematic 
analysis generated three major themes: expectations, epiphany, and experience.  
These three themes included discussions of the factors in decision making, common 
characteristics/attributes, life transitions, preparation beyond academics, networking 
and work experience. 
I used the word expectations as a theme to capture the thoughts, beliefs, or 
standards about what is supposed to happen as presented in this study.  These 
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expectations where spoken or implied by either the participant or a person in their life 
and became major factors in the participants' decision-making and influenced the way in 
which they planned for the future. 
Just trying to find the energy to go to work for, like, eight hours at a time and then 
come home, do homework or have to go to campus to do tests was just 
unbelievably draining at all times but every time that I would have to do it, all I 
would think about is just the fact that, I never went to college, as sad as it 
sounds, I never went to college for myself.  I went for my parents, I went for my 
sister, I went for all my family back home in Haiti because--I went out of spite at a 
certain point because I had--so I wanted to make my parents proud.  I wanted to 
let them know, yes, I can go away from home, live on my own and survive and 
thrive and graduate with honors and everything.  It was out of spite because I 
had an aunt who always looked down on both of my parents because both of my 
parents were cooks.  So she didn't really consider that a career.  So one day she 
said, well, what can the daughters of two cooks ever become? (Chloe, p. 7) 
  
Expectations were factors in decision-making during, and leading up to, the college-to-
career transition.  Many study participants based their decisions about the transition on 
the presumptions and/or anticipation of future events.  Some of these expectations were 
unspoken or cultivated; they were built on patterns in upbringing as a result of 
intentional preparation, social norms, and/or cultural norms.  Other expectations were 
self-imposed, or assumptions, which derived from participants' inner thoughts, personal 
goals, and desires.  These expectations had financial implications for the ways in which 
they considered the well-being of themselves and family members (i.e., financial fidelity) 
as they sought to grow independent.  Regardless of the household income, each 
participant was intentional about lessening the financial, emotional, and professional 
dependency on their primary caretakers. 
The consideration of personal and professional implications of any action, 
activity, occurrence, or experience implications of these expectations motivated the 
participants to think ahead to their future.  Each participant entered college as a high 
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achiever academically and aimed to maintain high success in completion of a rigorous 
secondary or postsecondary curriculum to contribute to future success.  To ensure their 
success, participants had a strategy they created and executed a plan to respond to, or 
in anticipation of, a circumstance or occurrence. 
The word epiphany describes the theme which captures a moment of clarity 
about purpose and/or desired profession for the study participants.  This includes 
transitions in connection to learning from life moments, change of study course or 
academic major, and relocation which ultimately shaped their career tracks.  
Additionally, this theme considers the participants’ career tracks as influenced by the 
role of career services, the contributing factors to their career development and advice 
from advisors who are representatives of the respective institutions. 
Education [as a desired academic major and career] was always there and I was 
trying something different because you go to the school and then they're telling 
you, [when] you're talking to the advisor, they're like oh yeah, you're going to 
make a lot of money.  It doesn't matter about the money [to me] to be honest, it's 
about being happy with what you're doing.  [Health Sciences] did not [do that for 
me]; it was not for me.  I did a lot of volunteer hours, observations and I was 
actually going for occupational therapy.  What took me away from that was I 
spent the whole summer with a hand therapist and that was the most boring thing 
I've ever done in my life and I said I can't do this—this is not for me.  (Autumn, p. 
3) 
  
The transitions experienced by the study participants can be characterized using 
Schlossberg’s (2009) definition of transition, which is an event or nonevent resulting in a 
change or assumption as well as a change of social networks resulting in growth or 
deterioration.  These transitions resulted in the participants learning from life moments 
which brought them to conclusions or resolve about a personal experience.  Their 
transitions were also concrete situations such as a change in a course of study or 
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academic major changes or more drastic like relocation where the participant moves 
from a physical location/area to another to accommodate a new phase of life. 
 The aha moment impacted their career tracks.  The operational definition for 
career tracks is the occupational trajectory based on academic major, credentials, 
and/or work experience.  I evaluated the role of career services to identity the influence 
or impact of services from the designated career center within the university on each 
participants’ college-to-career transition.  This includes how it did, or did not, aid in the 
acquisition of skills, credentials, and work-related experience towards participants’ 
occupational goals (i.e., career development).  The advice from advisors, which was 
viewed as any information and/or opinions received from an advisor employed by the 
academic institution, also imprinted a moment in their college-to-career transition. 
The word experience is used to describe the theme focused on any event, 
activity, occurrence, or interaction with an outcome that develops knowledge or 
understanding in the information provided by the participants.  The experience gained 
by the participants went beyond the academic course requirements.  Knowledge or 
experience was cultivated or acquired as a byproduct of educational involvement.  The 
opportunities which were available beyond academic setting were achieved through 
networking and gaining real work experience outside of the classroom.  Internships, 
whether paid or unpaid, were classified as supervised work in a professional setting.  
Participants reached out to relatives and friends of family members who helped them 
find, and secure, opportunities through jobs or internships.  While these individuals 
played a significant role in helping students acquire these opportunities, it only came in 
response to an expressed need for such assistance which was not offered through the 
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institution.  I noted any apparent influence or impact of any immediate or extended 
family member of the participant during my data analysis.  Social and cultural 
environment was the tangible and intangible space in which derived from patterns in 
upbringing or social norms--that is, I discovered how the life experience and work 
experience accumulated by the participants over their lifetime and in the college-to-
career transition informed the ways in which participants adapted and acclimated in the 
workplace after graduation. 
I really never wanted to travel or be in sales like my dad and my sister were.  I 
saw how [employees in my workplace] got to be stationary and build these 
relationships with people rather than having to because you have to sell them 
something. . . .  I guess in preparing for my transition what I would. . .  ask [my 
supervisor and coworkers to] tell me what [they] would and wouldn't look for 
because I am basically trying to get that position. . . .  When [my supervisor's] 
assistant actually left, [my coworker] helped me realize. . .  how you can shape 
what you've done into what they want.  They really showed me that the 
application process is not as scary as it is at all. . . .  If you show that you are 
confident and skilled for that job then you will probably get it.  (Desiree, p. 14) 
  
I joined a lot of organizations on campus. . . .  They just gave me the opportunity 
to interact with the campus and learn and meet a lot of new people.  Learn how 
to do events and things like that.  I wanted to be as involved as I could be on 
campus because I wasn't getting what I needed from class as far as teaching me 
how to interact with other people.  (Jewel, p. 10) 
  
 Networking and work experience were other topics addressed by the theme 
experience.  Each participant established and nurtured relationships with individuals 
inside and outside for work and academic settings.  These relationships enable job 
search preparation such as rehearsing interviews, preparing a resume and cover letter, 
and acquisition of credentials.  This also illuminates the ways in which participants 
considered the impact of simultaneous college enrollment and employment (part-time or 
full-time).  In further discussion of this theme, I also highlight any strategic action or 
activity which contributes to the acquisition of gainful employment (i.e., securing a job) 
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and the relative ease of securing that employment with accommodations due to positive 
relationships with key personnel. 
The Influence of Intersecting Identities 
There are many facets of the college-to-career transition to consider for Black 
second-generation college alumnae of predominantly White institutions.  Each 
participant found support through the personal, institutional, or social supports; 
however, each participant in the study felt she was on her own at some point in the 
transition due to feelings of isolation in her respective environment or as a sense of 
achievement while she worked towards independence in the college-to-career 
transition.  Each participant had to make the choice to utilize known sources, such as 
people, organizations, or institutions, to navigate the college-to-career transition.  This 
feeling of being on her own motivated the participant to act and be strategic in her 
college-to-career transition to mitigate issues derived from racist and sexist interactions. 
Expectations.  The sources of these students' expectations occur at multiple 
levels.  Participants noted three key sources of expectations to succeed in college to 
ensure a job or establish of a career after graduation.  From their narratives, those 
sources were: self, loved ones, and institution.  The congruence of the expectations 
expressed at the individual, interpersonal, and institutional levels suggest the influence 
of societal values that emphasize the importance of education on pursuing one's career 
path.  These expectations influenced their decision-making processes and kept them 
thinking ahead.  Some participants focused heavily on those expectations as opposed 
to finding their own interests, while others did the latter. One of the participants stated 
Basically, you would go to college, you would study for four years decide 
whatever you wanted to do and then you graduate and then—it seemed—it 
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sounded a lot easier than it is, you would go to college and then you would have 
a job in your field. (Autumn, p. 1) 
 
Parents created an environment which outlined college as the best option for 
career development.  Many participants completed special programs, which promoted 
college readiness such as international baccalaureate (IB) programs, dual enrollment, 
and advanced placement (AP) coursework.  Christian discussed how her father, the 
college-educated parent in her household, facilitated a college-going culture. 
He just knew it was hard being a parent going to school, doing that whole 
shebang, trying to set your kids up. He was trying to allow me and [my sister] to 
have those foundations from jump so that we wouldn’t have to struggle like him 
and my mom had to.  So even when I was little, I was in a magnet school. For 
kindergarten, I was in a private school that added expenses, so I went to a 
magnet school for all of elementary and then [in] middle school I went to a 
college prep middle school which was a feeder to a college prep high school so I 
think he just tried to streamline us so that we could ultimately go to college. The 
only neighborhood school I went to is preschool.  (Christian, p. 11) 
 
Sometimes the diligence and persistence of the participants put them in a place 
of privilege and interfered with the participants achieving their educational goals without 
financial implications.  Christian explained how it was difficult to get merit-based and 
need-based scholarships. 
Because I came from a middle-class household, but I just don’t remember getting 
that much scholarship money, even though I applied for scholarships, because 
we were middle-class, so there wasn’t a dire financial need and they really rely 
on your parents to contribute that for you.  [That’s] the way the system’s setup so 
I didn’t have that going for me.  As far as merit, I made decent grades; I was part 
of National Honor Society, but it was just like decent.  I wasn’t a part of IB or 
anything.  I wasn’t like this outstanding student; I was just trying to graduate, so I 
made a couple of C’s here and there.  I was taking my AP and honors courses.  I 
felt like there wasn’t anything outstanding that would highlight me as far as merit; 
so I was just kind of in that middle place where I couldn’t get a scholarship for 
merit and I couldn’t get the scholarship for financial need. And then I was in the 
band.  I didn’t want to be in the band in college, so I wasn’t going to get a band 
scholarship. . . .  But for me, I found that scholarships [were] a struggle because . 
. . my parents were middle class and then my dad went to college, so I tried to 
think of other ways.  (Christian, pp. 11-12) 
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Some participants faced prejudices and stereotypes prior to entering college in 
ways which would impact their trajectory and forced them to examine the ways in which 
they see self.  Chloe explained how teachers and counselors assumed her parents did 
not have a college degree, and even encouraged her to claim first-generation status 
during the college admissions process so she could access more resources.  However, 
she refused to do so because she felt it would dishonor her parents’ efforts and 
explained she belonged as a Black second-generation college student.  Chloe’s father 
earned a bachelor’s degree from an institution which was not recognized within the 
U.S., which was the basis used to categorize her as a first-generation college-student. 
I was always encouraged to [claim first-generation status] because a lot of 
people just made the assumption that my parents didn’t go to college.  I would 
correct them; they said, as [their] child, put that they didn’t [go to college] so that 
you get more opportunities and I was like, that's a disservice to my family.  My 
dad did go to college, [he] did graduate [with] his college degree.  [Just] because 
it’s not an American college degree doesn’t really change it—but it does because 
this world is the way it is.  (Chloe, p. 4)  
 
While Jessica was not pushed towards a specific occupation, she stated she felt 
the pressure to achieve a successful career through higher education.  
When I was young, my mom always told me “you're going to go to school, you're 
going to graduate.”  So I kind of felt like I didn't have a choice and not going to 
college definitely wasn't a choice for me.  (Jessica, p. 1) 
 
Jessica was interested in attending an HBCU, but she realized it was not an option. 
I wanted to apply to [an HBCU] but she wouldn't let me.  She didn't want me to 
go to a historically black college; she wanted me to network with different people, 
so she sent me to [a PWI].  (Jessica, p. 5) 
 
Other participants were very specific in their decision and intentional (i.e., 
strategic) about not attending a historically black college or university.  They believed 
the demographic makeup of the HBCUs were not a true reflection of the society and 
 101 
workplace environment they sought to enter upon graduation.  The participants made 
decisions based on their perceptions, or their parents' perceptions, of the benefits (or 
lack thereof) of attending an HBCU versus a PWI.  The participants viewed their college 
matriculation as a time to get acclimated to their future workplace settings both socially 
and professionally. Therefore, the participants decided not to apply for an HBCU, or 
were instructed by their parents not to enroll in an HBCU even if the participant applied 
and gained acceptance.   
And I also did consider [an in-state HBCU]; I applied there for undergrad, 
ultimately, what determined it wasn’t for me was that I wanted to go to a larger 
school. So like [her college alma mater] is a bit larger, has a little bit more money 
so just a few more opportunities in general, not just for Black people. (Aria, p. 5) 
 
I'm very big on inclusion, so I understand the need for some of these [women-
focused and minority-focused] programs, but I also don’t feel like singled out . . . 
because while it's a good thing—women in healthcare, yes—it might be looked 
down upon, like, why is it just for women?  Like why can't I have all of these 
things too? . . .  But if we want to move forward in society, we should fight for our 
rights but we should also have a balance . . . the more you segregate a certain 
population, the more [the] judgment. (Aria, p. 10) 
 
Some students from a family or school environment with a college-going culture 
may find it easier to adjust and assimilate into the climate and culture of a PWI.  Aria, 
Jewel, and Christian intentionally enrolled in a PWI; they believed it would expose them 
to a more diverse population and provide more networking opportunities, among other 
reasons.  While previous research determined school-type had no main effect on 
decision-making difficulties (Lease, 2004), the upbringing and prior experiences of 
students can determine the way students choose to interact with individuals in the 
college environment just as any other demographic marker such as race, gender, or 
socioeconomic status.   
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I wanted to go [to an HBCU]. I went to [a predominantly Black high school in her 
hometown] and I was around a lot of African American people so that's all I went 
to school with.  So to go to [a predominantly White university], it was a lot 
different; it was like a culture shock. Every day I was like “oh, I don't know if I feel 
comfortable” and then “I don't know how I'm going to do this.” And there were a 
lot of race issues on [the campus of this state university] . . . sometimes I felt a 
little uncomfortable but after I started to meet more people, I got more 
comfortable. (Autumn, p. 4) 
 
Most of the participants were on a career track which led to occupations where 
both Black people and women were underrepresented, such as politics, business, 
medicine, and communications.  Their workplace experiences were shaped by the 
occupational spaces in which they were in the minority because of gender, race, or the 
intersection of these identities.  They described moments of marginalization due to 
concurrent prejudices and stereotypes about the perceived characteristics of Black 
people and subservient roles of women.   
There were several situations in which assumptions led to unjust expectations in 
the college-to-career transition for several study participants.  Jewel explained the 
prejudices she faced as a woman when pursuing opportunities to gain experience in 
politics as a campaign worker: 
[Political campaign managers] will make a decision for you on the front end.  So 
like, "Oh, I know that Susan has kids" so she's probably not going to have time to 
be here at 9:00 or if I call her and [say], "We need to be on a flight at 6:00 in the 
morning.” . . . But [a male campaign manager] has kids too and they never even 
considering [that he has kids]. . . .  All this stuff before they even have the 
opportunity to speak to me, stuff that they would never ask or never think about if 
they were interviewing a man for a position or if a man was running as a 
candidate. (Jewel, p. 16) 
 
.  The expectation to have a successful experience inside and outside of the 
classroom during college, which leads to the desired career, field was a powerful 
motivator for second-generation college students despite barriers.  At the individual 
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level, the internal drive pushes these students to do well in college as a means of 
obtaining one's desired career.  On the interpersonal level, the advice of parents and 
academic advisors shaped how the participants perceived themselves and their options 
for being successful in college in preparation for their career.  On an institutional level, 
real and perceived prejudices based on their race, gender and/or their intersections also 
shaped these participants’ expectations of the career opportunities available to them. 
Epiphany.  All participants noted support from various sources, including family 
and institutional representatives, participants navigated certain aspects of the college-
to-career transition independently due to intrinsic motivation.  This intrinsic motivation 
was generally fueled by an aha moment, a moment where they seemed to gain clarity in 
purpose and direction for their career objectives.  Each of these pivotal moments gave 
them an elevated sense of realization and ultimately confidence in decision-making 
skills.  An epiphany moved them to action to discover their true aspirations and to work 
towards them.   
The pivotal moment enabled them to discover, or fully embrace, a piece of 
themselves which was not being addressed because of the expectations from various 
sources.  While participants noted advice from their support systems, they arrived at the 
revelations and understanding on the impact of their identities on their career 
trajectories on their own. Autumn recognized her true passion for education and 
pursued it after college graduation.   
Education [as a profession] was always there and I was trying something 
different because you go to [college] . . . you’re talking to the advisor, they're like 
oh yeah, you're going to make a lot of money [in the health profession].  It doesn’t 
matter [to me] about the money to be honest; it's about being happy with what 
you're doing.  [Health sciences] was not for me. I did a lot of volunteer hours, 
observations—I was actually going for occupational therapy—and what took me 
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away from that was I spent the whole summer. . . with a hand therapist and that 
was the most boring thing I've ever done in my life and I said I can't do this, this 
is not for me. (Autumn, p. 3) 
 
Participants found assistance on becoming employable from places outside of 
career services.  The participants discovered there was not much support from advisors 
at their institution and therefore, planned their own path with minimal interaction during 
their college-to-career transition.  
I was very active in my academic planning . . . I went to my advisor 
appointments, it was more so of me going to my advisor and being like, this is 
what I'm taking, this is what I need to graduate on this day and they’re like, yes, 
pretty much, why are here? . . . My advisors were like, you’re the quickest 
appointment I have because you already know what classes you have to take 
and you just come in here to get permits. (Chloe, p. 1) 
 
I did once go to an advisor for pharmacy, but they didn’t help me.  And my actual 
chemistry advisor was a jerk.  He told me that I should be an English major. . . . 
Because I got Bs in my Chemistry classes. I don't know [why he suggested 
English].  He's probably some sexist like [only] women are English majors. (Aria, 
p. 7) 
 
I don’t think I’ve ever been to the Career Services Office of [my institution]. . .I 
don't even know where is at (Jewel, p. 19). 
When asked about the influence or impact of gender on her workplace 
interactions and career development, Christian mentioned it was very difficult for her to 
describe what it feels like to be a woman because she feels like she just is who she is.  
She did not give much thought to how these factors may influence her career path.  
Other study participants noted an aha moment which their heightened awareness of 
their intersecting identities, and the influence on self as it helped them to reach a turning 
point in their college-to-career transition.  Even if they stated it was not at the forefront 
of their mind, the awareness of their intersecting identities manifested in their behaviors 
and decisions subconsciously.  
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I did work with others well and I could kind of see past my own initial judgments, 
my harsh judgments, like “oh this person probably thinks this”; and I’ll be like, 
“oh, but let me put myself in their shoes like where they're coming from” [and] “is 
this just like a regular thing for them,” especially with my hair? (Aria, p. 6) 
 
There are instances in which their marginalized identities and perceptions were blatantly 
overt.  For example, Yvonne shared an exchange she had with a coworker about her 
admittance to a prestigious state university. 
I was actually told by one of my co-workers at [a grocery store chain].  He 
actually was a college student at [out local state university] at that time and I was 
still in high school.  And I told him that I was going to be going to [this prestigious 
university] and that I got in.  And he basically told me that this like, "Of course 
you got in, you're Black” basically.  And I've never heard anything like that in my 
entire life.  And at that time, I was a little more shy—a little bit.  I didn't 
understand why he would say that.  And I couldn't—honestly, I didn't know if it 
was true or not.  So, I didn't have much to say.  Despite all that I did in high 
school, despite all the work I put in, I had nothing to say because I didn't know if 
he was right or not.  Now, I know he was completely wrong.”  (Yvonne, p.12) 
 
And, as she continued to pursue her goals to become a reporter by completing 
internships, she still had feelings of inadequacy at times where she had to encourage 
herself. 
So, I have to constantly—even in internships, not only being a black but also just 
being a girl in general I have to prove that like, "No. I am able to do this, that, and 
I can do this.  I have it figured out."  (Yvonne, p. 6) 
 
Black emerging adults experience the college-to-career transition in the context 
of institutional racial discrimination, interpersonal racial discrimination (i.e., hassles and 
microaggressions), and the negative sequel of institutional and interpersonal racial 
discrimination (Hope et al, 2015).  Their intersecting identities played a major role in 
their perceptions on the availability and necessity for institutional support as well as the 
way key persons perceived them as they pursued opportunities throughout the college-
to-career transition.  Many of the participants noted how they were very intentional 
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about avoiding confrontation; instead, they internalized the stress of their circumstances 
and interactions, then found ways to mitigate it in future encounters.  These experiences 
and aha moments about their career path, as directly or indirectly influenced by their 
career paths, enabled participants to build their confidence to internally combat and 
externally mitigate identity-based prejudices and marginalization. 
Experience.  Attaining higher education credentials can mitigate the issues of 
race and gender for people of color and women—both the credentials and the 
experiences woven into the journey.  Each participant noted the value of experience in 
navigating the college-to-career transition as a Black woman.  What each participant 
identified as an experience in and of itself, but within that experience were other 
situations.  Those experiences offered a new perspective for the participant which were 
transformational as evidenced in their tangible change of course. 
Several of the participants worked while they were in school.  This not only gave 
them work experience, but it also gave them the opportunity to build relationships with 
supervisors and coworkers who contributed to their transition into their post-graduate 
employment.  For example, Desiree was able to complete mock interviews and learn 
how to tailor her resume to match the needs of potential employers.  On the other hand, 
there were two participants who gained a lot of valuable experience through research 
and leadership roles on campus; however, their experiences did not translate into 
lucrative jobs after graduation.  They acquired other valuable forms of capital from their 
parents, which was applicable to other experiences.   
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Aria and Yvonne aimed to be well-rounded individuals able to interact with a wide 
range of people; both strategically placed themselves in organizations and 
environments where their racial minority status was apparent. 
I know I can use [skills from extracurricular activities] in my career and then as far 
as [participation in a service-based organization] goes  . . . that has helped me to 
speak with people. Most of the people I spoke with were White, older individuals . 
. .  I learned how to [converse] with them and on their level because sometimes 
they think differently than White individuals who are my age.  They were way 
older and that could be a little scary at times because we never know.  You never 
know how they're going to feel about this little Black girl here.  Or, [you never 
know] what their views are on Black people in general when they are from that 
generation of people.  I mean I guess that stands still for White people of my 
generation as well. . . . That definitely helped me not to be so fearful because 
sometimes I don't always want to talk to them that much because I never know if 
they're going to be racist towards me or rude. . . then being a part of the [chapter 
of an occupation-based association], I was basically the only Black girl in it so 
that just help me in general to get used to the environment of being the only 
Black girl in professional settings.  (Yvonne, p. 10) 
Two participants planned to enter the field of education and social work, 
respectively, where a high number of women are employed.  However, participants like 
Aria, who entered a profession predominantly comprised of White males (i.e., medicine) 
got socialized into these expectations in work experiences which may or may not be 
related to the field.  Aria noted she remains cognizant of how she is perceived by 
others; she aimed to maintain a positive self-image.  It is evident she had internalized 
some of the subtle messages and cues from her workplace experiences.  For example, 
she explained how her appearance would be rated when she arrived for work at a retail 
store during her college years. 
So, I would wear my hair.  My hair was like really short and they just like look at 
me for a second and then they say like, “Oh, you look okay today” . . . they tried 
to have diversity and inclusion in their stores and they have like these posters of 
this, like, White kid and redhead kid and a Black girl; and the Black girl had my 
hair and yet they would still say these things to me and I was just like, “What is 
going on?”  (Aria, p. 6)  
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All the participants noted their general satisfaction with their college experience 
as a Black woman at their respective institutions.  Despite the notable interactions and 
experiences resulting from their identities as a female and/or a racial minority, study 
participants still remarked about their positive aspects and finding comradery with 
people at a PWI.  There was at least one faculty or staff member who was instrumental 
in the career development and spoke to some aspect of these identities; however, the 
institution at the macro-level still perpetuated an environment where the participants felt 
uncomfortable as a Black person at times. 
I went to college knowing a lot about a lot of different people, as far as black 
people go.  So, when I was taking my history classes, because I love history, it 
was sometimes awkward the classroom.  I took this class called The Deep South 
. . . I remember going in there first day of the class and the professor asking us, 
"When you think about The Deep South, what are the first things that come to 
your mind?" People started to raise their hands and the stuff that they were 
saying was crazy and mean—because the first thing that came in my mind was 
slavery.  They were saying like honor, respect, morals, Christianity . . . it wasn't 
slavery . . . Well, I raised my hand [and said] “slavery,” and [the professor] was 
like, "Yes, slavery."  He kinda like downplayed it and I was just like, "So, this is 
how this class is going to be."  And that was pretty much how that class was for 
the rest of that semester.  And that wasn't the only class that was like that.  So, 
dealing with that was different.  It wasn't something that I was used to.  I also 
thought that coming to a PWI, as opposed to going to an HBCU. . . I [thought I 
would] get to have tough conversations or difficult conversations with people that 
didn't look like me . . . there was never a situation where I feel like people really 
say how they feel. (Jewel, pp. 9-10) 
 
One of Chloe’s artifacts was a sheet of notebook page with handwritten quotes 
from her professor.  She expressed  
She was a particularly fun teacher and she helped me out during a rough patch 
in school and helped me push forward to keep going. (Chloe, journal entry two, 
para. 4)  
 
She expanded that response during our interview to explain how she made a 
meaningful connection with this professor. 
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It was a really rough semester for me and she – she was one of the few people I 
confided in….  I stopped going to class, she reached out to me and she helped 
me. So she is somebody that I look up to and she said some really funny things 
but I always want to remember that whenever, I, like, get down or anything, I 
remember them and I read them and I die laughing. . . .  I think of us as friends. 
(Chloe, p. 18) 
 
The participants sought, and in most cases secured, employment in places which 
allowed them space to explore new opportunities or grow into their professions.  
However, in navigating those spaces, the influence of misrepresentations of Black 
people as noted by Jeffries and Jeffries (2015) were reinforced and they found ways to 
cope and combat those perceptions by using the advice they received from their 
parents about their experiences in their college-to-career transitions. Yvonne received 
insight from her parents on how others would perceive her and how to overcome that 
through proving herself.  
I was also told something that I would always remember: that I have to [surpass] 
three people . . . the white man, the white woman, and then the black man. I’m 
fourth in line in a lot of people's eyes.  And it's very true.  And that just pushed 
me so—yes.  I guess they did in a sense prepare me for certain things. (Yvonne, 
p. 13)  
 
Desiree also received advice from, and relied emotionally on, her parents through her 
transition.   
[My mom] would be there whatever time it is, whatever day it is. She is always 
there for people she works with and family and people she doesn’t even know. . . 
just like my dad [has] been the person that I don’t want to go to but always I do 
because I know that certain questions and certain answers that I will need, [are 
things] they can’t provide me with. She would be like just pray about it just think, 
be thankful for where you are right now. . . . they remind me that where you are is 
okay and that you are always going keep changing. Being in other spaces and 
realizing that’s not where you need to be and trying to figure out where that is— 
that’s okay to be there. (Desiree, p. 6) 
 
Although it was not what she wanted to hear, she realized in hindsight it was valuable 
information. 
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The Influence of Metaphorical Capital 
Participants seemed to have expectations from, and about, every aspect of the 
college-to-career transition which were cultivated internally and externally.  According to 
Xu (2013), the influence of cultural capital derived from family background, including 
parent’s educational attainment and income, influenced the career aspirations of the 
college graduates.  The participants had expectations from their parents and other 
relatives about how to proceed with their career preparation based on prior experience. 
Expectations. All of the participants noted their parents made the expectation to 
go to college very clear.  The actions of the parents and the cultivation of capital was 
directed towards preparation for college so the participants could have a lucrative 
career—so much that college was engrained in the decision-making process of the 
participants and impacted the way in they approached higher education. 
According to Dumais (2002), the social mobility limited for those whose only 
source of capital was postsecondary education attainment.  Many of the participants 
entered college, and subsequently the college-to-career transition, with built-in networks 
and preferences cultivated over their lifetime.  Because a college-educated parent was 
involved with the participant’s life, the participant gains knowledge of the college 
experience and a special understanding about how to develop a professional life.  Their 
parent(s) are connected to other college-educated individuals who can provide support 
and, as college graduates, the parents have an idea of the type of support needed for 
their emerging adult.  Social and cultural capital generated opportunities for Kendra to 
gain human capital; she was able to get a job through her sister’s workplace because of 
her ability to use her sister as a reference. 
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So the only reason I got [the job at the major hospital in a rural area], and I have 
to be completely honest because I didn't have any experience in the hospital 
prior to that, was because of my sister because she graduated from [the 
sponsoring institution]. She's got a job as a medical lab assistant, so she 
referred, you know, I had her as a reference. (Kendra, p. 10) 
 
Social capital for study participants like Megan and Chloe were limited because 
the roles of their college-educated parents were not as influential; however, during the 
college-going experience, which included opportunities to build their human capital 
through internships and meaningful connections with mentors, supplemented the 
indirect influence of their college-educated parents.  Adele and Annie, in contrast, had 
college-educated parents who played a very active role in the college-going experience.  
Going to college required the activation of social and cultural capital accrued in their 
upbringing and transmitted from their parents. 
Each participant was on her own in one aspect of learning how to capitalize on 
resources, accessing networks, gaining skills, and experiences to identify a career path.  
As the participants progressed through emerging adulthood, they were accepting of 
their new responsibilities as adults and very deliberate about finding ways to thrive 
independently.  Participants in the study activated many forms of capital and agency to 
navigate their college-to-career transition.  The participants leveraged support received 
outside of their respective institutions to complement relevant experience and skills to 
the knowledge they acquired in the classroom. 
I've had a couple internships.  And one of my internships early on, this lady was 
very hands on with me.  But she was very much there throughout my internship 
so she taught me a lot about my career.  That's what she told me—of things and 
no one else would usually tell you about the profession, about the field.  And that 
definitely helped me to see where I want to be in my career and where I definitely 
don't want to be.  So, I appreciate her a lot. (Yvonne, p. 2) 
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Many expected their major to be more hands-on and relevant to their interest 
and, therefore, better preparation for the career they were set to enter upon graduation.  
However, many expressed disappointments in their college experiences for missing the 
mark in that area.  Some of this disappointment was also directed at specific individuals, 
such as advisors, who were either not helpful due to institutional barriers (i.e., large 
workload) or explicitly unhelpful in providing positive direction for their pursuits (i.e., 
changing major because of a B grade in a course).  That disappointment or regret was 
not always directed towards the institution itself; rather, its appearance was in the 
explanation of their internal fears and perceived deficits in adequately using their 
resources and using their college experience as a time to capitalize on career 
preparation services and opportunities.  Many participants felt they lacked initiative to 
look for opportunities aside from what was offered them personally.  The institutional 
infrastructure was not an environment conducive for their career development; the 
advisors and career services center did not meet the participants’ expectations in terms 
of career preparation. 
Despite the feelings of lack in initiative, most of the participants had high 
expectations for themselves and eventually found a way to meet those expectations on 
their own.  For example, Jewel had always been interested in politics and even though 
she could not find any internships facilitated through the university, she went directly to 
the source (i.e., the hiring organizations) to seek opportunities which would build the 
expertise and credentials she needed to be successful in the political field.  
I [didn’t] know anything about the community; I [didn’t] know anything about [the 
city of her college alma mater].  How can I get involved with [this city and its 
community]?  But that’s how I really sparked [my interest in internships] and then 
from there, I was like, Well, I will intern.  Let me look up all the internships I can 
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look up at [her college alma mater] and I couldn't find anything.  Let me just go and 
make my own internships. . . .  I went directly to the source. (Jewel, p. 18) 
Participants in this study gained valuable experiences and knowledge from 
informal learning facilitated through places like church, community-based organizations, 
and other social or cultural groups, as noted by Hodges and Isaac‐Savage (2016), 
which served as opportunities for personal development outside of formal education 
systems.  Kendra’s biological family and her church family helped her navigate many 
situations through college and to secure a job while she was in college. 
At least I'm thinking about before I even worked as a medical lab assistant.  So 
when I was at Miami Dade [community college for dual enrollment], I was actually 
working at [a department store].  I'm thinking about how I got the job; I asked 
somebody at church . . . someone in my church worked at [the department store].  
I asked her and she gave me some pointers about the interview and things like 
that; so yeah, I'm always just trying to reach out to people. . . I always ask my 
parents.  And yeah, I've just been fortunate I have always had people that can 
reach out to. (Kendra, p. 12) 
 
Porter and Dean (2015) emphasized the importance of formalized spaces for 
Black women to facilitate relationship/community-building and mentorships because 
socialization is the key to meaning-making experiences.  Yvonne and Jewel found a 
place among organizations and groups centered around their identity as Black women.   
[Joining a predominantly Black sorority] really was a life changing decision for 
me.  It opened me up to a whole new world of networking, and of being in touch 
with my identity as a black woman. (Jewel, p. 11) 
 
This represents the heavy influence the [professional organization for Black 
people]. This past summer I attended [their] Annual conference and learned so 
much about my field. I also learned how to be successful in my field 
from hundreds of professionals. I will always be thankful for the impact [this 
organization] has had on my transition from college to career. (Yvonne, journal 
entry two, para. 3) 
 
Epiphany.  Several of the participants sought an experience on their own, such 
as specific college experiences, professional development opportunities, and 
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independent living as a residual of these entities.  While most participants did not seem 
too discouraged about it, each of them recognized their situation in their own way that 
being Black and being a female could lead to some misunderstandings.  Some of the 
ways they chose to address those issues include joining organizations and attending 
specific universities. 
As Barclay (2017) acknowledged, “transition prompts individuals to formulate 
new assumptions about themselves and their future” (p. 24) due to the changes and 
development in their roles and identities; individuals negotiate the dissonance to regain 
clarity in their roles and find where they belong.  For some, this moment came as a 
result of a specific situation during their college experience and resulted in things such 
as a change in academic major or occupational goal; for others, it came after graduation 
as they realized they were not working in the field in which they studied.   
Jewel explained how she felt the urgency to volunteer for a political campaign 
after an experienced politician stressed the importance of the campaign experience for 
aspiring politicians.  Annie took a trip to Costa Rica to stay with a host family as a 
requirement of the honors program and, while family dynamics was not the primary 
focus, she gained new perspective on the impact of family dynamics.  She changed her 
major from family therapy to social work.  Kendra wanted to be a physician’s assistant, 
but a positive interaction with an epidemiologist dealing with a Nigerian with a case of 
malaria shifted her goal to public health.  And when Chloe lost her mom at the age of 
17, she realized life was too short not to pursue her passion—hers was graphic design, 
not law or medicine.  For Jessica, a change in interests led her to change her majors 
from business to nursing; but then academic challenges pushed her from nursing to 
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health sciences.  Each participant had an encounter with an academic barrier, personal 
shift driven by emotion, or interaction with a previously unknown option which shaped 
their situation. 
Desiree majored in communications and several of her immediate family 
members are very involved in the communications field as their profession.  In her 
journal entry, Desiree referenced the content of her father’s master’s thesis and how it 
motivated her to pursue a major in mass communications.  The thesis explained the 
lack of positive representation of Black people in media and how media shapes the 
perceptions of people of color.  Desiree mentioned the representation of Black women 
in media and how it connected to her professional life, noting Black women are often 
characterized as promiscuous women.  Therefore, she was very mindful of what she 
wore around the office and how she interacted with her male colleagues. 
The majority of the doctors that are going to radiology are going to be male.  The 
people I am working with, my higher ups, are all male and they are also all White 
male so kind of like how I move and how I feel like I need to move in that space 
is one of being reserved. . . . There is like the stories, like these Gabrielle [Union] 
or Madea movies, where you have this White, white-collar worker and they hire a 
Black assistant.  And the Black assistant ends up destroying a marriage or 
something like that.  I know when I wear skirts or dresses, I don’t want to be 
revealing, I don’t want to portray myself as I guess as someone who is trying to 
move ahead by looking good or like whatever.  The way I dress is because I 
don’t want anybody to look at me and think of me less or not take me seriously. 
(Desiree, p. 8) 
 
Desiree’s father’s educational legacy was salient in the development of a 
relationship with a key mentor from her role at the provost’s office—her supervisor 
became friends with her father during college; they attended the same university and 
because of the camaraderie, this person guided Desiree as she transitioned to the 
workforce after college graduation.  The social capital yielded human capital which 
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enabled her to secure employment after graduation.  In contrast, Jessica transferred 
back to the institution in her hometown and remained local after graduation.  Her mother 
had helped her gain valuable work experience in her hometown through a common 
employer, yet Jessica has been determined to live financially independent from her. 
I just wanted to be more around ‘my’ people, I guess you could say. And 
although [her college alma mater] doesn't really have that many African 
Americans, [the other predominantly White state university she transferred from] 
had like little to none; when I transferred to [the alma mater], even though they 
didn't have a big black community, once you get known within the black 
community it’s like your family. . . I definitely had guidance; my mom definitely 
like stayed on me. But I also wanted to do my own thing. (Jessica, p. 4) 
 
While it was not out of a necessity for them to work, their aim was to build their 
independence from their family and transition into adulthood, so they could personally 
manage their responsibilities better.   
Experience.  Black workers are disqualified for positions because of employers’ 
perceptions; they attribute improper attitudes, workplace adjustment issues, and lack 
management potential to Black workers (Spalter-Roth, 2007).  Each of the participants 
looked within themselves and took responsibility for their career trajectory.  Even though 
some of them had surmountable obstacles, such as lack of work experience and limited 
employability due to citizenship status, they still felt it was their responsibility to 
overcome these challenges and find a solution to any issues which were raised in their 
transition.  
I never got a job until I actually walked into a place and started talking to random 
people.  Yeah, not one resume ever sent out ever came back or anything. I had 
to actually walk in a place and be like hey, can I just work here for free—that's 
literally what I did. . . .  After I got my work authorization, I kept doing the resume 
thing, sending out all of my leadership, all of my whatever that I did and then 
getting nothing back.  So then I just decided to walk into a dental—a dentist office 
one day and was like I need a job and they're like we don't have a job for you but 
you can come work here as a lab tech or whatever. So I just went and I worked 
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for two weeks without pay and then after that, they're like okay, you can work 
here for nine bucks an hour. (Adele, p. 4) 
 
Each of them was very introspective in their own way; they are very calculated in 
the way they approached different challenges in the workplace.  They weighed their 
options on how something would be beneficial to them in the long run and how they 
would be perceived in terms of their productivity and value to their company.  Jessica 
explained the insight shared with her. 
Right now with what I'm working on, even though this is not where I want to be, 
this is where you're building your brand and this is where the people [are] looking 
at everything that you do. So when you apply to that next position, even though 
you're African American, even though you are a female, they have good things to 
say about you.  (Jessica, p.11) 
 
Jessica who worked from home did not have a lot of physical contact or interaction with 
her coworkers.  However, she did have to meet with them once a week for a staff 
meeting and she was very cognizant of her brand, as she calls it.  She wanted to make 
sure she does not come off as being defensive or harsh in the workplace as many Black 
women are perceived.  Megan aspired to be a physician; however, she understood this 
occupation can produce high stress from hectic schedules and a full workload in a 
space with few women of color.  To keep from exacerbating her preexisting emotional 
health concerns (i.e., anxiety), she completed extensive research on the labor statistics 
and identified a specialty with high need but a steady pace of workflow.  She also 
adapted to life away from her mother by refusing to return to her hometown even after 
she had graduated from college.   
Several other participants mentioned they were very self-conscious about their 
appearance and their attitude when it came to consideration for advancement. 
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I think being a woman and being a sensitive woman helps me to navigate that a 
little differently versus somebody who doesn’t have those [soft] skillset. . . .  My 
supervisor would always say that I pretty much got along with everybody, or tried 
to, in that team atmosphere even if we had an issue.  I would try to solve conflict 
and things like that, so just trying to be a team player.  I think sometimes as 
women we play support roles in that so we can probably be able to do that a little 
better and then sometimes if we’re talking about stereotypes and just being able 
to be compassionate, or try to be compassionate, I think that helps with trying to 
gauge people and trying to see people for who they are outside of their co-worker 
façade or things like that. So just trying to measure [up] professionally [and then 
we] would absolutely see people as people and not just a means to end. 
(Christian, p. 9) 
 
Each of the participants were mindful of how they were perceived by others.  
These perceptions were considered in the way in which they responded to situations 
where they were marginalized based on their race and their gender.  As Barclay (2017) 
noted, individuals in transitions, such as the Black second-generation college alumnae 
study participants, constantly negotiate their roles and identities between their 
marginalized-yet-privileged identities in educational pursuits and career development.  
They were cautious in the way they dressed, the way they spoke out, and when they did 
speak out, the way they wore their hair, and even in the way they spoke in both social 
and professional settings. 
Familial connections were a very important part of the college-to-career transition 
(Pearson & Bieschke, 2001).  They had family as the foundation of their support and 
even as their primary network for obtaining job opportunities and leads for job 
opportunities.  Many participants were even able to gain work experience through work 
opportunities provided by their relatives. 
[My family members assisted me with] . . . the career search or the job search in 
general. After working for my father, [I was] trying to find a job in Georgia that I 
could hold until I got into [college]. My family has helped me a lot just from my 
aunt letting me stay with her while I was trying to find a job in the area; my mom 
[also] helped me find jobs. (Autumn, p. 10) 
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Adele worked with her father, a subcontractor in the construction business, and it 
helped her build skills for the workforce.  Autumn’s father owned several group homes 
and she had spent time working there since high school.  Both participants were not 
intentional in building their employability, but these opportunities were available through 
their parents who contributed to their employability. 
Jessica’s mom was very instrumental in helping her secure a job after 
graduation. 
I mean as far as searching for jobs, [my current job is what] I found at a job fair . . 
. this is a job fair that we both went to together and you know she got it first, she 
got the job first as a supervisor; and I was going in as an admin concierge.  So 
technically we work for the same company but two different jobs. . . .  as far as 
my resume, I mainly did my own resume; I built it myself but I did send it to my 
mom and she actually reviewed it for me and she tweaked some stuff that 
needed to be fixed. (Jessica, pp. 7-8) 
 
Jessica still works at that company.  During the interview for this study, she also 
explained an issue she had with a supervisor and how her mother taught her the 
importance of documenting occurrences.  This helped her to clear up a situation and still 
maintain positive connections at her workplace.  While the participants had meaningful 
and impactful experiences and opportunities from the universities they attended, it was 
their family, employers, and peers who provided a substantial amount of support. 
I think one thing that’s definitely helped is because I’m on a campus that is very 
small and it’s more close knit with professors.  It’s allowed me to developed a 
better understanding of how to create professional relationships because, even 
now, as I’ve graduated, I’m able to go back to a lot of the professors I had, and 
have a professional conversation with them where they’ll pass on advice about 
things I can do and how to move forward. (Megan, p. 5) 
 
Family was also able to help them with the logistics of making a positive 
transition, such as providing a car, a place to stay, and even financial support through 
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the transition.  Adele and her family members persevered through challenges in 
obtaining U.S. citizenship.  Most employers would not consider her for employment; and 
even though she was ineligible for most scholarships, her parents made provisions for 
her to matriculate without accumulating student loan debt.  When her mother was forced 
to return to her home country when her visa expired, Adele became the primary 
caregiver for her brother. 
My parents paid out of pocket pretty much for everything. Thankfully, because I 
[completed] high school here, I was able to get Bright Futures [scholarship], so 
that covered a lot of [tuition] and then in-state tuition . . . if you're in from Latin 
America or the Caribbean but everything else is out of pocket. (Adele, p. 7) 
Participants explained how these individuals helped them with the technical 
aspects of securing employment such as referrals to potential workplaces, resume 
critiques, and work experience through longevity, or continued roles, beyond 
graduation.  Desiree formed her own job search prep team with her co-workers. 
I guess in preparing for my transition I would go to those three ladies [in my 
office] and ask them if they knew [about] any jobs, I was also bringing them my 
resumes and telling them like, hey can you look at this, compare it to the 
resumes you’re looking at to find a new admin assistant for the provost. Tell me 
what you would and wouldn’t look for because I am basically trying to get that 
position. Not that exact one but that was the description of the job that I was 
looking for. . . . They really showed me that the application process is not as 
scary as it is at all.  (Desiree, p.14) 
 
Desiree’s family also provided constant encouragement and direction for her as 
she pursued independence.  Family was very instrumental in the forms of capital 
accumulated by Jewel.  And for participants like Jessica, Kendra, and Autumn, their 
mom, sister, and father were the sources of employment during and after college 
respectively.  Autumn also gained work experience working in her father’s group homes 
as she grew up.  Her family gave her the tools she needed to put together a career in 
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education.  She attended a predominantly White Institution and even after having issues 
with adjustment, her family encouraged her to stay and saw her through graduation. 
Each of the participants followed their parents’ example and advice on attaining 
higher education credentials to strategize about the college-to-career transition.  Even in 
households where only one of the parents was college-educated, these participants 
were able to learn from the experience and example of the non-college educated 
parent.  The educational status of the parent did not only impact them as they were in 
college, it started when they were younger.  Parents cultivated a college-going 
atmosphere and expectation for their children.  This includes placement in schools with 
a rigorous curriculum and exposure to different cultures.  
I went to a magnet school for all of elementary and then [in] middle school I went 
to a college prep middle school which was similar to my college prep high school.  
So, I think [my father] just tried to streamline us so that we could ultimately go to 
college. . . .  If [first-generation college students] didn’t have that streamlined 
process then [they] go to college sometimes thinking that college is like [their] 
school and [their] city [and] that may have not been a college prep school. . . .  
[they’re] thinking college is going to be like that and [they] may not excel to [their] 
fullest potential because [they] weren’t setup and [they] might have to work a lot 
harder to do that.  So, I think that was an advantage that I had.  My husband he’s 
a first-generation college student and. . . .  he didn’t have that pressure from his 
parents, so it just looks different. (Christian, p. 11) 
 
Mentors were a network in which to gain access to information and resources 
which lead to successful career outcomes (Falconer & Hays, 2006).  For Megan, her 
supervisor, a White woman, became a form of social support who aided her when she 
faced with challenges in higher education and career barriers. 
So right now, I’m a tutor in the student success center.  There’s my boss there 
has been a constant motivator.  She’s always the person who I able to go talk to.  
If you need help, she’s always there.  She always gives advice.  She’ll give you 
or figure out resources.  As of right now in time, I’m still working there because 
she even though I’ve graduated, she allowed me to continue my position there. 
(Megan, p. 3) 
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Jewel explained her academic courses did not satisfy her expectations of a 
hands-on approach through community involvement; nor did the institution truly address 
the diversity issues on campus.  She stated the student body was very diverse, but 
people of color were treated as a monolithic grouping.  She took deliberate action to 
make a change and jumpstart her career in politics at the same time. 
I wanted to be as involved as I could being on campus because I wasn't getting 
what I needed from class as far as teaching me how to interact with other people. 
. . .  And then I did more social organizations in as well I did COBA, the 
Community on Black Affairs, so that I could try to affect change because I feel 
like we weren't really being represented so I was like, "Instead of talking about it, 
let's see what I can do to actually try to bring some change about to fix that issue.  
(Jewel, p. 11) 
 
According to Harris and Patton (2017), leaders of Black cultural campus centers 
acknowledge challenges in creating a space that validates students’ intersectional 
identities.  As Black individuals progress in their occupations, the acquisition of human 
capital and skills for further promotion becomes a greater challenge due to lack of 
mentorship and smaller networks (Thomas, 2015).  These role models can serve as 
examples of successful career trajectories and can serve as a means to overcome 
perceived barriers by providing information and encouragement (Lease, 2004). 
Discussion of Findings 
This study gave another perspective on the duality Black women who are 
perceived by others to be privileged as a second-generation college graduate, in a 
major transitional phase of life.  Many researchers agree that existing literature did not 
fully delineate the experiences and the strategic use of tangible and intangible 
resources by Black graduates through the process of education attainment and career 
development (Jayakumar et al., 2013; Marsh, 2013; Wilder et al., 2013).  There is an 
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assumption that Black alumni who were raised in families with college-educated parents 
are better equipped for college and career transitions and, therefore, do not need the 
interventions and supports designated for first-generation college students (Lareau & 
Cox, 2011; Nichols & Islas, 2016; Thomas, 2015).  The flexible use of strategies 
increased the ability to cope with the experiences in the college-to-career transition and 
their strategies illustrate how their agency was used to persist and succeed (Evans et 
al., 2009; Taub, 2008).  
Lenz and Osborn (2017) noted that “understanding how to extend services to all 
students within the limits of available resources and in the face of other external 
demands, is a critical concern for postsecondary career centers” (p. 124).  While the 
participants mentioned their underuse of career services, I did not fully uncover the 
reasons to be addressed in order to improve the use of the institution-based resources.  
The participants seemed to lack the time or desire to go to career services, since 
advisors had not been helpful.  What remains unclear are the reasons for the underuse 
of career services and in what ways can predominantly White colleges and universities 
help students and graduates with college-educated parents find opportunities.  
However, because of the autonomy of these graduates, I believe more web-based 
technology such as virtual meetings with advisors and self-guided tutorials may be 
beneficial for students who do not have the time nor desire to have appointments with 
advisors.  Future studies could include questions to specifically request information on 
the graduates’ expectations and desires they have of their institution, specifically, how 
can the institution meet their needs as a second-generation college-student 
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Education, relationship with family, and social and economic resources provided 
by the family were indeed relevant to the career development process of emerging 
adults (Pearson & Bieschke, 2001).  Family connections were important; family was the 
first network for the study participants and an important cultivator of the metaphorical 
capital activated in the college-to-career transition.  Xu (2013) noted cultural capital 
characterized by family background, including a parent’s educational attainment and 
income, influenced the career aspirations of college graduates.  Similar to his study, 
both cultural and social capital facilitated a connection between academic training and 
occupational choices in the college-to-career transition to illuminate.  Social capital was 
representative in social relationships and connections to individuals through interactions 
of structures and institution characteristics.  Cultural capital derived from experiences in 
education is a byproduct of cultural transmission from the schooling experience and 
cultural transmission from the family of the student (Bourdieu, 1986).  The college-to-
career experiences and accumulated capital shaped the expectations, and 
subsequently the decisions of my study participants.  As Meier et al., (2016) noted in the 
results of their study, social and cultural capital (i.e., external) and human capital (i.e., 
internal factors) were mitigating factors in the college-to-career transition for Black 
second-generation college alumnae. 
In emerging adulthood, college students refine their career aspirations through 
coursework and through both employment- and classroom-based occupational 
exploration (Sung et al., 2013).  Examples of the aha moments, or epiphanies, 
demonstrate how the college experience, plus the interactions throughout the college 
experience, influenced their career aspirations.  Participation in student organizations 
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and internships during the college experience aided in the development of transferable 
skills for college graduates as they entered the workforce, as purported by Hodge and 
Lear (2011).  
The data generated from this study clarified strategies used to mitigate bias 
discrimination, racism, sexism, and other prejudices and how they established 
independence.  This was accomplished by participants primarily throughout the 
accumulation of experiences—work experiences, campus experiences, and 
experiences in their personal life.  A critical reflection of personal attributes and 
environmental influences can help educators facilitate a climate which promotes equity, 
respect, and empowerment (Johnson-Bailey, 2002).   
As indicated in the results of a study conducted by Sung et al., (2013), there was 
a reciprocal relationship between personal agency and educational- and career-related 
skills and outcomes for my study participants.  They pursued means (i.e., access to 
networks) and opportunities (i.e., internships) to acquire skills through work experience 
and academic credentials; in turn, those outcomes yielded more opportunities to attain 
human capital for their career.  While the participants did not navigate the college-to-
career transition on their own, they orchestrated the collective use of the people and 
intangible capital around them.  The study participants found the needed resources on 
their own, whereas other people get those resources because they are pursued by 
those agencies or resources.  They had to seek the support on their own because they 
are not traditionally seen as needing the support.   
New information came from this study about the influence of parents’ education 
status and how they transmitted metaphorical capital, which participants had to activate 
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to support the college-to-career transition—that is, “non-monetary, non-material 
resources within a community, such as prestige, influence, or knowledge, which can be 
used to some benefit” (Hinton, 2015, p. 299) which, for this context of this study, 
includes social, cultural, and human capital.  Parents, and other relatives, have an 
important role regardless of their education status yet a college education positively 
influences childrearing practices and decisions.  The level of involvement from parents 
in their daughter’s career preparation (i.e., resume assistance, job leads, relocation 
assistance, advice) was noteworthy.  Also, many participants had siblings, but no 
meaningful contribution to the college-to-career transition of the study participants was 
attributed to the siblings aside from one participant gaining a job with her sister as a 
reference.  Other studies (Pearson & Bieschke, 2001; Falconer & Hays, 2006; Spalter-
Roth, 2007) noted the importance of family for students of color; however, the studies 
did not specifically attribute anything to the education status of the parent.   
The plight of the study participants centered on creating their own opportunities 
to aid in their transition.  This study revealed some gaps in interventions and support, as 
well as opportunities to capitalize on the individual’s skills, abilities, and experiences to 
help them reach a greater potential.  Some of the gaps I expected to see were not 
stated explicitly by the participants, rather they were manifested in the study 
participants’ responses, such as minimal institutional-based support, the desire for 
independence, and strategic ways and efforts to mitigate the effects of racism and 
sexism.   
 127 
Summary 
The findings presented in this chapter were a thematic representation of the 
ways in which Black second-generation college alumnae described the college-to-
career transition in emerging adulthood using Schlossberg’s (2011) Transition Model.  I 
synthesized themes based on the patterns which emerged across all the participant 
data and captured salient themes of each component of the conceptual framework for 
this study.  This chapter was a presentation of the major themes of expectations, 
epiphany, and experience, which were salient in the collective descriptions from the 
participants.  This chapter illustrated the ways in which the themes aligned with the 
research questions by showing the influence of intersecting identities and metaphorical 
capital for participants in this study.  The chapter ended with a discussion of the 
findings. 
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Chapter 6  
Summary, Conclusions, Implications, and Recommendations for Future Research 
The purpose of this qualitative study was to describe the college-to-career 
transition of Black second-generation alumnae in the developmental phase of emerging 
adulthood.  The first section of this chapter begins with the summary of the study.  Next, 
the conclusions are discussed.  Then, the implications of the study are presented.  The 
final section of this chapter provides some recommendations for further research. 
Summary of Study 
Despite the metaphorical capital gained from their college-educated parents, 
Black second-generation alumnae experience academic, familial, and personal 
challenges like first-generation college students; however, the literature which describes 
how they cope with the college-to-career transition is scant.  The limited literature on 
this subgroup (i.e., Black graduates with one or both college-educated parents) 
underscores why this qualitative study was warranted; there is a gap in the literature 
about the college-to-career transition of Black second-generation alumni in the 
emerging adulthood phase.  Using the 4 S’s of Schlossberg’s (2011) Transition Model, 
the following questions guided the study: 
1. How do Black second-generation alumnae describe the influence of their 
intersecting identities on their college-to-career transition in the developmental 
phase of emerging adulthood? 
2. How do Black second-generation alumnae describe the influence of metaphorical 
capital on their college-to-career transition in the developmental phase of 
emerging adulthood? 
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The participants were a purposeful sample from public state universities in 
Florida categorized as predominantly White Institutions.  I constructed the interview 
questions in consultation with an expert in adult education.  Also, I completed a pilot 
study of two males and two females who graduated from predominantly White 
institutions in Florida.  Twelve female graduates completed two questionnaires, two 
journal entries, and one interview session.  From these data, I generated and verified 
personal profile for each participant.  The interview protocol, including probes, was 
established based on the research questions.  Participants completed the screening 
questionnaire to ensure eligibility for the study and receive a message with a link to the 
follow-up questionnaire containing the first journal entry to complete prior to scheduling 
an interview.  A second journal entry was completed during the interview session.  The 
interview sessions were conducted by video conference or in-person from my office on 
the University of South Florida Tampa campus at a mutually agreeable time.  The 
duration of each participant interview ranged between 30-80 minutes. 
Conclusions 
As the researcher, I arrived at the following conclusions from this research study.  
The Black women in this study who are second-generation college graduates were 
compelled to meet spoken, unspoken, and self-imposed expectations cultivated in their 
upbringing, academic spaces, and their workplaces.  All the participants noted a set of 
expectations from family members, colleagues, and employers they hoped to achieve 
by creating a successful career and used their expectations as factors in their decision-
making processes.  In the review of the participants’ data, all participants had a life 
moment where they discovered something about themselves which helped them take 
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one step away from the internalized expectations of others and pursue something 
professionally meaningful to them.   
Participants underscored their experiences, or lack thereof, as a catalyst for the 
direction of their career.  All the participants were high achievers who craved personal 
and financial independence; they planned their career paths based on the internalized 
expectations of others and personal knowledge acquired along their path.  These 
expectations, personal epiphanies, and experiences were shaped by their value 
orientation and upbringing; it impacted the way they perceived others and how others 
perceived them; it illuminated the other forms of support beyond the institution of higher 
education itself; and it informed the strategies the participants used to mitigate the 
influence of their intersecting identities. 
Intersecting identities.  The intersection of race, gender, and parents’ education 
status both directly and indirectly influenced the college-to-career transition for each 
participant. Studies by Howard (2010), Hubain et al. (2016), and Spalter-Roth (2007) 
show, in general, U.S. society has racist and sexist tendencies which permeate 
educational and workplace practices. Participants had to balance the duality of their 
positions as perceivably privileged group (i.e., a person with a college-educated parent) 
with being members of two marginalized populations in the U.S. (namely, Black people 
and women) to overcome these challenges and barriers.  Peer relationships formed 
during college years were mutual support systems in coping with the pressures of this 
duality in multiple settings; these relationships also served as a personal and 
professional network within an ethnic niche to support the college-to-career trajectory, a 
finding supported by Brooms, Goodman, and Clark (2015) and Domingue (2015). 
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Each of the participants internalized messages they received about the meaning 
of their Blackness and how it was perceived. Messages included stereotypes and 
prejudices which negatively impacted their personal or professional well-being; 
however, some participants also received positive messages and affirmations about 
their Blackness. Similarly, as a woman, participants were aware of other’s perceptions 
about their capabilities to handle work responsibilities based on their skill level, 
personality, or other characteristics. The stress of internalizing racial and gender 
discrimination, because of dual oppressions as members of two marginalized groups, 
may restrict Black women’s career development (Johnson-Bailey & Tisdell, 1998). For 
the ten of 12 participants who entered male-dominated workplaces, these perceptions 
were internalized and impacted the way in which they approached their occupational 
roles. Regardless of the message, participants adjusted their behaviors and actions to 
counteract some aspect of their identity as a Black person.  
Participants had to become assimilated versions of themselves to mitigate 
prejudices and stereotypes by minimizing their association with Blackness and 
neutralizing their femininity simultaneously in the workplace. This double consciousness 
created a resilience within these women that should be further investigated in order to 
redress the racial and gender discrimination these women face in their career 
development and develop tools to help more second-generation college Black students 
progress through college and into their chosen career fields. Given the barriers Black 
people face due to race, only having a postsecondary education limits their social 
mobility, and, subsequently, their ability to move up in their chosen career field (Dumais, 
2002). Understanding this concept as a result of their experiences in the classroom and 
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the workplace, the parents of study participants cultivated the ways in which participants 
created, accessed, and utilized their networks and resources beyond earning a college 
degree.  As confirmed in this study, Benner et al. (2016) believed parents set the 
expectation for life beyond secondary education through their childrearing practices. 
These practices also impacted the participants’ viewpoints on the purpose of college in 
relation to career development as a Black second generation college student. 
Race relations in educational settings and the workplace mimic the structural 
power inequities in U.S. society according to Bristol and Tisdell (2010) and Howard 
(2010).  Black women find ways to address and mitigate the effects of others’ 
perceptions through the acquisition of metaphorical capital and activating agency (e.g., 
taking action or seeking intervention to achieve a specific outcome). Each participant 
had a way to mitigate the effects—be it through confrontation or avoidance. Alfred 
(2007) claims barriers such as fear of failure and lack of social capital hinder Black 
women’s career trajectory and cause them to be perceived as underprepared and 
under-skilled to handle job responsibilities satisfactorily.  Though racial stereotypes of 
these women prohibits full consideration of their capability to perform in the classroom 
and the workplace, the participants demonstrated that they have resources that allow 
them to perceive these racialized barriers and gather the social capital necessary to 
overcome them. 
Metaphorical capital.  One of the key attributes of the institutionalized form of 
cultural capital is a college education. Bourdieu (1986) described cultural capital is the 
summation of cultural preferences based on acquired knowledge, tastes, linguistic skills, 
and norms used to navigate experiences and create opportunities.  In college, the 
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participants had to carefully capitalize on their cultural capital by forming networks within 
their identity groups and capitalizing on the narrative of membership in 
underrepresented groups. However, participants also had to activate the social capital 
and human capital necessary to access and advance in White spaces throughout the 
college-to-career transition.  
All the participants had a network of people to help them in their transition, which 
was a notable form of social capital.  While it did not come from the expected places 
within their respective institutions, the participants obtained the skills and opportunities 
they needed to graduate from college and enter the workforce with their familial 
connections, their peers, and their coworkers as the conduit.  According to Spalter-Roth 
(2007), “family background, family connections, and other ascribed characteristics are 
strong predictors of access to good jobs” (p. 274). As noted by Nichols and Islas (2016), 
cultural capital was a byproduct of parents’ concerted cultivation which produced 
agentic behaviors among study participants as outcomes of parenting styles.  Those 
outcomes were demonstrated in the participants’ tendencies to participate in several 
organized activities, to negotiate often with their parents, to criticize and intervene in 
institutions, and to develop an emerging sense of entitlement. Black college students 
who participated in focus groups moderated by Falconer and Hays (2006) viewed 
mentors as a means of networking to gain access to information and resources which 
lead to successful career outcomes.  Bristol and Tisdell (2010) argued that opportunities 
to increase cultural capital through cross-cultural mentorships are paramount to Black 
employees entering the corporate world.  Having supervisors and coworkers, who were 
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advocates and mentors in the workplace, was most beneficial to navigating the career 
development process.  
Professional development gained through engagement in student activities can 
contribute to the upward economic mobility of Black students (Bowman, 2016).  Study 
participants were a part of organized groups, which served as another network for both 
tangible and intangible support as forms of social and cultural capital.  Religious 
affiliations and groups kept participants emotionally grounded, connected with like-
minded individuals, and helped with other specific needs throughout the college-to-
career transition.  Therefore, increasing engagement in student and/or religious groups 
is a viable strategy for assisting these students in their college-to- career transition.  
Another way of these students navigated their college-to-career transition is by 
increasing their human capital. According to Bowman (2016), human capital which is 
education training and other means of achieving increased earnings, leads to economic 
productivity and the social capital that cultivates upward mobility. Social and cultural 
capital did, indeed, yield human capital for the participants.  Participants accumulated 
work experience and skills to heighten their employability by working for family-owned 
businesses and through personal connections who provided technical support with 
career preparation.  Whether it was intentional or unintentional, study participants had 
already accumulated skills towards their desired career prior to entering the workforce 
upon college graduation. Building human capital through one’s academic curriculum 
and extracurricular activities was vital to their career development. 
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Implications for Policy and Practice 
Uncovering the situation, self, strategies, and supports for the college-to-career 
transition for Black students with a college-educated parent can inform institutions on 
ways to facilitate successful college-to-career transitions for non-first-generation college 
Black students.  The implications derived from this research are discussed below. 
Career services professionals.  Students of color could benefit from more 
career preparation opportunities from companies who promote diversity and inclusion.  
According to Lenz and Osborn (2017), internships are ways for students to gain 
valuable experiences, access to job opportunities and higher starting salaries.  More 
exposure to diverse offerings in the type of internships and experiences is needed for 
Black students who are not first-generation college students.  Supports or interventions 
can contribute to the well-being of the graduates in transition and establish a safe space 
for growth and development.  Taub (2008) emphasis support can come from people or 
institutions.  Career counselors should consider the sociocultural context and how their 
personal worldviews affect the services they provide to students to address the 
underuse of career center centers (Falconer &Hays, 2006; Rush, 2012).  Counselors 
should to actively engage with their students and build bridges to resources, role 
models, and peer groups. 
Advisors.  Hodges and Issac-Savage (2016) asserted “the adult educator must 
create opportunities for adult learners to take advantage of the social capital within the 
learning environment and help them connect their learning experiences to their current 
life circumstances” (p. 37).  Students need more guidance on how to stay focused on 
their academic track, instead of encouragement to abandon the career path when a 
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challenge is presented.  A progressive level of guidance and more opportunities are 
needed for students, who are more self-directed and highly motivated within their field of 
study.  Harris and Patton (2017) acknowledge it is difficult to meet the needs of a 
diverse group of students with multiple intersecting identities.  Historical data, both 
qualitative and quantitative, continue to show the racial and ethnic disparities in 
education from the primary years through adult and continuing education.  Johnson- 
Bailey (2002) claims there is no set way to teach each group; however, a critical 
reflection of personal attributes and environmental influences can help educators 
facilitate a climate which promotes equity, respect, and empowerment (Johnson-Bailey, 
2002). 
Program developers.  Qualifications for need-based programs and merit-based 
programs could be more holistic in their approach when determining, identifying, and 
recruiting individuals who may be the appropriate fit for their programs.  Students with 
college-educated parents need guidance and support like their first-generation peers, 
although the type, amount, and delivery of support may differ.  Second-generation 
college students can also make positive contributions to the development and support 
of first-generation college students as peers.   
Faculty and administration.  Those who interact with a myriad of students as a 
part of their job responsibilities need to address their potential prejudices and biases to 
recognize the uniqueness of each Black student.  Household income and parental 
education status should not limit the amount and type of support needed by Black 
students. 
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Relatives of Black second-generation college students.  Continue to cultivate 
personal networks and accumulate forms of capital to transmit to the offspring.  As 
illustrated in the data from this study, Hodges and Isaac‐Savage (2016) affirm the 
informal learning and personal development which took place in churches, community-
based organizations, and other social or cultural groups (2016).  All these experiences 
and connection contribute to the college-to-career transition.  Instilling positive 
messages and encourage assertive behaviors also contributes to high cultural pride and 
high self-efficacy (Bandura, 1986; Byars & Hackett, 1998; Sung et al., 2013).   
Model Implications 
Schlossberg’s transition model (2011) can be used to assess the needs and 
gaps in resources for career development and workforce preparation of subgroups 
among traditionally underrepresented or marginalized populations.  It can be applied to 
individuals who matriculate through vocational/technical programs, community colleges, 
and four-year higher education institutions.   
The challenges and opportunities in the emerging adulthood developmental 
phase may vary for people of color from their White counterparts.  However, it is a time 
in a young adult’s life to uncover and explore possibilities.  Understanding the role of 
intersecting identities in the perceptions of people of color can identify the opportunities 
and uncover gaps in support for individuals as they increase their responsibilities 
throughout the college-to-career transition. 
Recommendations for Further Research 
The recommendations for further research are presented the below. 
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1. Replicating this study with Black males as the study population could achieve the 
original intention of this study, which aimed to include males and females.  White 
males and white females who are considered privileged groups in predominantly 
White institutions could be researched to demonstrate other perspectives related 
to the influence of gender in the college-to-career transition.  Additionally, an 
understanding of the ways in which race, gender, and education status further 
influence the career path of second-generation college alumni of PWIs beyond 
graduate school would aid in the development of longitudinal studies on second-
generation college graduates. 
2. To gain a better understanding of the diverse college-to-career experiences 
among racial groups in the U.S., more research could be conducted with 
participants from other racial backgrounds, including White individuals, who are 
second-generation college graduates.  Additionally, research on third and 
subsequent generation college graduates could illuminate the influence of legacy 
status on college and career success. 
3. While a plethora of research and literature exists on Black first-generation 
graduates, a study to focus on the intersecting identities of race and gender 
would contribute to the scholarship on the influence of racism and sexism on the 
career path for graduates without a college-educated parent.  Additionally, 
research on third and subsequent generation college graduates who are students 
of color would provide more perspective and possibly further challenge the 
monolithic perception of the Black experiences. 
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4. This study focused on graduates of PWIs; a study on second generation college 
alumni from Historically Black Colleges and Universities (HBCUs) may provide 
areas of contrast and further inform PWIs on ways to address the needs of Black 
students.  Similarly, the experience of Black college graduates of private colleges 
or universities may illuminate some variations based on institution type as could 
research on graduates who transferred from a community college or junior 
college into a four-year institution. The college-to-career transition experiences 
on transfer students and graduates may be able to provide further insight on the 
diverse experiences across institutional type in preparation for a career. 
Geographical considerations of these institutions could alter the context of 
studies on the college-to-career transition.  A similar research study in another 
state or region could yield different themes. 
5. Aside from variations in institution type, research with a shift in focus towards 
social roles and other identities like marital status could offer perspective on the 
college-to-career transition for nontraditional college students and graduates. An 
examination of the influence of cognitive or physical disabilities/impairments 
could address another aspect of intersecting identities, especially for individuals 
who are in a marginalized racial group. Citizenship status was not a major focus 
of this study; however, it did emerge from the data as a factor to be considered in 
shaping the career trajectory of noncitizens in the United Status. 
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Appendix A: Respondent Screening Questionnaire 
 
[NOTE: Eligible participants will be respondents who select the answers with an asterisk 
(*), which align the eligibility criteria. The respondents will not be allowed to continue the 
survey if responses indicate the will not meet the eligibility criteria at designated 
“checkpoints” throughout the questionnaire.] 
 
A. PERSONAL DESCRIPTORS 
1. My gender is: 
___ Male* 
___ Female* 
___ Other (Please specify): _________________ 
 
CHECKPOINT 
 
2. I describe my race as:   
___ American Indian or Alaska Native 
___ Asian  
___ Black or African American*    
___ Native Hawaiian or Other Pacific Islander 
___ White  
___ Other* (Please specify): _________________ 
 
CHECKPOINT 
 
3. I describe my ethnicity as:   
___ Hispanic 
___ Non-Hispanic * 
___ Unsure*  
___ Prefer not to answer*  
___ Other* (Please specify): _________________ 
 
CHECKPOINT 
 
4. My year of birth was ______. 
[must be a value between 1989 and 1997] 
 
CHECKPOINT 
 
B. INSTITUTION TYPE 
5. The highest level of education I have completed is a 
___ High School Diploma 
___ Bachelor’s*   
___ Master’s/Specialist’s  
___ Doctorate   
___ Other* (Please specify): _________________ 
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CHECKPOINT 
6. After high school graduation, did you complete courses at a community 
college or junior college for credit towards your bachelor’s degree? (Do not 
include dual enrollment courses). 
___ Yes 
___ No*  
 
CHECKPOINT 
 
7. After high school graduation, did you complete courses at a Historically 
Black College or University (HBCU) or Hispanic Serving Institution (HSI) 
towards your bachelor’s degree? (Do not include dual enrollment courses). 
___ Yes 
___ No* 
 
8. Did you earn a bachelor’s degree from one of the Florida public universities 
listed below? 
 
- Florida Atlantic University University of Florida  
- Florida Gulf Coast University University of North Florida  
- Florida Polytechnic University University of Central Florida 
- Florida State University University of West Florida 
- New College of Florida University of South Florida 
 
___ Yes* 
___ No 
 
CHECKPOINT 
 
9. In what year did you complete your bachelor’s degree?  
___ 2013* 
___ 2014* 
___ 2015* 
___ 2016* 
___ 2017* 
___ 2018* 
___ None of the above 
 
CHECKPOINT 
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[NOTE: The respondent’s education status for each respondent will be reviewed by the 
researcher to determine second-generation alumni status.] 
 
C. EDUCATION STATUS 
10. At the time you began your bachelor’s degree program, what was your 
Mother’s level of education? 
___ Not Applicable (if parent is deceased) 
___ Did not graduate high school 
___ High School Diploma 
___ Associate’s 
___ Bachelor’s 
___ Master’s/Specialist’s 
___ Doctorate 
___ Other (Please specify): _________________ 
___ Unsure 
           
11. At the time you began your bachelor’s degree program, what was your 
Father’s level of education? 
___ Not Applicable (if parent is deceased) 
___ Did not graduate high school 
___ High School Diploma 
___ Associate’s 
___ Bachelor’s 
___ Master’s/Specialist 
___ Doctorate 
___ Other (Please specify): _________________ 
___ Unsure 
 
12. If there were any changes in the level of education for your Mother or 
Father during your bachelor’s degree program, please explain below. If not, 
put “N/A” 
 
 
13. At the time you began your bachelor’s degree program, which one of your 
grandparents have a Bachelor’s degree, if any? 
___ My mother/step-mother’s mother (Maternal grandmother) 
___ My mother/step-mother’s father (Maternal grandfather) 
___ My father/step-father’s mother (Paternal grandmother) 
___ My father/step-father’s father (Paternal grandfather) 
___ Unsure 
___ None of the above 
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Appendix A: Respondent Screening Questionnaire – continued 
 
Thank you for completing this Screening Questionnaire. If you meet the criteria for the 
research study, you will be contacted to participate in the study. Please provide your 
contact information below. 
 
Your First and Last Name:  ______________________ 
Your Phone Number: ______________________ 
Your Email Address: ______________________ 
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Appendix B: Participant Recruitment Flyers 
 
8.5x11 Recruitment Flyer 
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Appendix B Continued 
 
Social Media-Optimized Image 
 
 
  
159 
Appendix C: Participant Recruitment Message 
 
Hello, 
 
Did you recently complete your bachelor’s degree? If yes, your assistance would be 
greatly appreciated as a participant in my study on the college-to-career transition of 
Black alumni. This research has IRB approval: Pro # 00037858 
 
Eligible participants who fully participate in each phase of the study may be 
compensated for their time.  A $25 gift card will be given to every person who completes 
an interview with the researcher. Your full participation will consist of:  
1. An electronic screening questionnaire up to 30 minutes; 
2. An electronic follow-up questionnaire up to 30 minutes; and 
3. A face-to-face interview (in-person or videoconference), up to 90 minutes.  
 
Click here to complete the screening questionnaire. 
 
For further information please contact the researcher, LaDessa Mitchell, at 
LMitchell@mail.usf.edu or 813-334-6808.  
 
Thank you, 
 
 
LaDessa Y. Mitchell 
Doctoral Candidate 
Department of Leadership, Counseling, Adult, Career & Higher Education 
University of South Florida College of Education 
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Appendix D:  Invitation to Participate in Study 
 
Hello, [INSERT NAME OF RESPONDENT]: 
 
Thank you for your response to the screening questionnaire. You are eligible to 
participate in this research study on the college-to-career transition of Black second- 
generation alumni. Prior to scheduling an interview, I would like you to complete a 
follow-up questionnaire to gain further details about your transition to your career as 
Black alumni. The results of my pilot study indicate this follow-up questionnaire should 
take between 20 and 30 minutes of your time. 
 
Your assistance as a participant in this study on the college-to-career transition of Black 
second-generation alumni would be greatly appreciated.  Eligible participants who fully 
participate in each phase of the study may be compensated for their time.  A $25 gift 
card will be given to every person who completes an interview with the researcher.  
Your full participation will consist of:  
1. An electronic screening questionnaire up to 30 minutes; 
2. An electronic follow-up questionnaire up to 30 minutes; and 
3. A face-to-face interview (in-person or videoconference), up to 90 minutes. 
 
If you agree to participate and later change your mind, you can stop or cancel the 
questionnaire. For further information please contact the researcher, LaDessa Mitchell, 
at LMitchell@mail.usf.edu or 813-334-6808. 
 
This is the second phase of participation in this study. Click here to complete the follow-
up questionnaire. 
 
Thank you for your time and I hope that you will fully participate in this study. 
 
Sincerely, 
 
LaDessa Y. Mitchell 
Doctoral Candidate 
Department of Leadership, Counseling, Adult, Career & Higher Education 
University of South Florida College of Education 
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Appendix E:  Follow-up Questionnaire 
 
Please respond to the questions below. For questions with multiple response options, 
mark the line next to your response. For open-ended questions, fill in the spaces as 
needed. 
A. EDUCATION STATUS 
1. I earned a Bachelor’s degree in: 
___ Architecture & Environmental Design 
___ Arts & Entertainment 
___ Business 
___ Communications 
___ Education 
___ Engineering & Computer Science 
___ Environment 
___ Government 
___ Health & Medicine 
___ Law & Public Policy 
___ Other (Please specify): _____________ 
 
2. In terms of my current education enrollment status, I   
___ am enrolled as a full-time graduate student. 
___ am enrolled as a part-time graduate student. 
___ am seeking admission to graduate program. 
___ am not enrolled not plan to enroll. 
___ prefer not to answer. 
 
B. WORK STATUS 
3. In terms of my employment status, I am currently  
___ working as a full-time employee 
___ working as a part-time employee 
___ seeking employment 
___ unemployed and not seeking employment 
___ prefer not to answer 
 
4. My current occupational field is 
___ Architecture & Environmental Design 
___ Arts & Entertainment 
___ Business 
___ Communications    
___ Education 
___ Engineering & Computer Science 
___ Environment 
___ Government 
___ Health & Medicine  
___ Law & Public Policy 
___ Other (Please specify): ________________ 
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Appendix E Continued 
 
C. COLLEGE-TO-TRANSITION SUMMARY  
Please use the space below to respond to the prompt. 
 
Second-generation college alumni have at least one parent who earned a 
bachelor’s degree or higher as a first-generation college graduate. Black second-
generation alumni come from diverse academic, cultural, and social 
backgrounds. Please describe how your background has shaped your college-to-
career transition using 750 words or less. 
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________
________________________________________________________________ 
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Appendix F: Invitation for Interview Participation 
 
 
Hello, 
 
Thank you for your responses to the follow-up questionnaire. I would like to get more 
insight about your college-to-career transition as a Black second-generation alumni 
through an interview. This is the third and final phase of participation in this study. 
 
You will meet with me, the researcher, through a face-to-face interview or by 
videoconference to talk about your college-to-career transition. The interview may last 
from 60 to 90 minutes. With your permission, I will record your answers, which will be 
kept strictly confidential. Your name will not appear on written reports generated from 
the interview or in the questionnaires you were required to complete prior to the 
interview. For your convenience and privacy, the interview session will take place in my 
office at University of South Florida. 
 
Please let me know the day and time you are available for this interview. 
 
Also, please bring up to three items that are relevant to your college-to-career transition. 
[Videoconference Participants: Please send a picture or scanned copy up to three items 
that are relevant to your college-to-career transition to LMitchell@mail.usf.edu.] Items 
can be, but are not limited to 
• publications about programs or events (i.e., flyers, articles)  
• participant awards 
• a name badge 
• books, booklets, or magazines  
• a shirt 
• a picture  
• a portfolio 
• a business card  
• other memorabilia 
 
If you need to make changes to your scheduled interview, I can be reached by 
telephone at (813) 334-6808 or email at LMitchell@mail.usf.edu. 
 
Sincerely, 
 
LaDessa Y. Mitchell 
Doctoral Candidate 
Department of Leadership, Counseling, Adult, Career & Higher Education 
University of South Florida College of Education 
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Appendix G: Interview Protocol 
 
Date: ______________________ 
Location: ________________________________ 
 
Hello, my name is LaDessa Mitchell and I am a doctoral candidate at University of 
South Florida. Thank you for participating in this interview. The purpose of this interview 
is to discuss your college-to-career transition as a Black second-generation alumni. For 
the purpose of this study, a second-generation alumni is a recent college graduate with 
one or two parents who were first-generation college graduates. The goal of this 
research is to capture your description of the college-to-career transition as a person 
from an underrepresented population and/or marginalized group who graduated from a 
predominantly White Institution in Florida.  
 
During this interview I will ask some questions but listening to you is the priority. There 
are no wrong answers. You should view this interview as a discussion. Examples and 
explanations are encouraged to help me with understanding your point of view.  
 
We will be on a first name basis, but no names will be attached to any reports. What you 
say will be kept confidential. Information discussed will be analyzed in its entirety and a 
pseudonym will be used in place of your name, and others, for the analysis of the 
discussion. I am taking notes and recording audio because I do not want to miss any of 
your comments. 
 
Your participation is voluntary, and you may discontinue the discussion at any time.  
Our discussion today may take 60 to 90 minutes. I appreciate your time and 
participation in the interview.   
 
Here are some important reminders:  
● Please silence your electronic devices and refrain from using them inside the room. 
● All notes and comments during this recorded discussion are confidential and used 
for research purposes only. 
● Each of your comments, suggestions, and ideas are important to me. No answer 
is right or wrong. 
● If you need clarity on a question, please let me know so I may assist and listen to 
your responses. 
● I may redirect the conversation in order to cover each topic.  Please stop me if you 
want to add something before we move to the next topic. 
 
Do I have your permission to record the audio from this interview? I do not want to miss 
any part of this important discussion. 
 
Do you have any questions before we get started? 
 
[If permission is granted to record the interview, begin recording]: 
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[The researcher will state today's date and interview number for the recording.] 
 
For the recording, please state your name and say “Yes” if I have your permission to 
record this discussion. 
 
[The researcher will allow the participant time to make the statement.] 
 
Opening Questions 
Let’s get started. Before we begin our discussion about your college-to-career transition, 
college experiences and preparation for employment, please tell me about your 
undergraduate degree program. 
 
Introduction 
1. Why did you choose [your field of study or program]? 
 
2. Growing up, what did you hear or learn about the connection between college 
and career? 
a. Who did you hear this from?   
 
Transition 
3. Tell me who, or what experiences, shaped your career goals. 
a. Probe: Role of parents’ influence, role models, peers  
 
4. Tell me about your first job after college graduation. 
a. How did your college experience prepare you for your career?  
i. Probe: Academic, social, cultural 
 
[The following questions address, “How do Black second-generation alumni describe 
the influence of their intersecting identities on situation, self, strategies, and supports 
during their college-to-career transition in emerging adulthood?”] 
 
Key Questions 
1. How would you describe your experience as a Black person at [insert name of 
predominantly White institution]? [Race] 
a. Probe: Deciding factor about institution (i.e. PWI or HBCU, public or 
private) 
 
2. How would you describe your transition from college into your career as a male 
(or female)? [Gender] 
a. Probe: Has your shaped any of your experiences? If yes, how? 
 
3. What programs or services were available to prepare you for the transition from 
college to career? 
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a. Probe: Were there specific requirements for participation in this program? 
[Race; Gender; Educational Status] 
 
[The following questions address, “How do Black second-generation alumni describe 
the influence of metaphorical capital on situation, self, strategies, and supports during 
their college-to-career transition in emerging adulthood?”] 
 
4. What type of activities/clubs/organizations were you involved in during college? 
[Social; Cultural; Human] 
a. Did these activities prepare you for your transition into the workforce? If 
yes, how? [If no, continue to probe.] 
i. Probe: Did you consider a fraternity or sorority? Professional 
organization? Volunteer group? 
 
5. When did you begin to actively prepare for your career? [Human] 
a. Probe: How did you learn to create a resume? 
b. Probe: How did you learn to search for jobs? 
c. Probe: How did you prepare for your interview?  
i. Attire? Mock interviews? Company research? 
 
6. At what point in the transition did you begin to seek job openings? [Human] 
a. What methods did you seek employment? [Social; Cultural] 
 
7. Did you use career services from your institution? [Human] 
a. Probe: Did you participate in internships or co-ops? Part-time work? 
b. Probe: Are these available to you? Why or why not? 
 
8. What opportunities will you pursue to advance your career? [Social; Human] 
a. What limitations do you think you have, if any? 
i. Probe: Race? Gender? Network? 
 
9. Describe a time when you needed assistance with the transition to your career, 
but you were not able to obtain that assistance. [Social; Cultural] 
a. Why were you unable to obtain assistance? 
b. How long did you seek assistance? 
c. Ultimately, what did you do?  
 
10. What are some ways you deal with stress during your transition? 
 
Ending 
11. What advice do you have for Black second-generation college students and 
alumni in their college-to-career transition?  
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Thank you for your participation in this study. I will contact you in a few weeks to give 
you an opportunity to review my preliminary findings. Please sign the bottom portion of 
the consent form to confirm that you received a $25 Visa gift card for your participation 
in this study. 
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Appendix H:  IRB Approval 
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Appendix I:  Approved Written Consent Form 
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Appendix I Continued 
 
 
 
  
171 
Appendix I Continued 
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Appendix J: Interview Transcript 
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Appendix K: Online Informed Consent Page 
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Appendix L: Application of Braun & Clarke’s (2006) Six-Phase Data Analysis 
 
Figure L1 
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Appendix M: Tables for Data Organization and Analysis 
 
Table M1 
 
Conceptual Framework Concepts and Participant Descriptions 
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Situation  Keywords, notes, phrases, and other pertinent information about the 
participants Self 
Support  
Strategies   
Social 
Capital  
Cultural 
Capital  
Human 
Capital  
Gender  
Race 
Education 
Status  
Summary 
Artifacts 
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Table M2 
 
4 S’s and Intersecting Identities 
 
Theoretical Codes  
(RQ 1) 
Gender - Imposter 
syndrome and limited 
social capital influences 
career-related experiences 
and outcomes among 
Black women; influences 
on introspection and 
outside perceptions of their 
role in society; silencing of 
their voices at the mercy of 
stereotypes; absence of 
White privilege and male 
privilege for Black women 
and impact on economic 
security 
Race - Verbal, behavioral, 
and environmental 
indignities, are hostile, 
whether intentional or 
unintentional, unconscious 
or conscious, and 
communicate insults and 
putdowns that have harmful 
psychological impact in the 
daily interactions and 
relationships of Black 
students with individuals 
outside of their race; 
internalizing discrimination 
and prejudices 
Education Status - time 
management, 
budgeting, and effective 
communication; 
employment trajectories 
and outcomes; life, 
social, and employment 
skills; persistence; 
resilience; borrowing 
habits, full-time 
employment and job 
earnings 
Situation - Length 
of employment 
since graduation, 
decisions to move 
forward to graduate 
level studies, and 
personal 
circumstances 
Examples from participant data referenced here 
Self - Emotional 
coping skills; 
characteristics and 
demographic 
makeup of the 
individual, including 
the influence of 
value orientation 
and cultural norms 
Support - people or 
institutions; family, 
friends, programs 
in college, 
networks, 
professors, 
mentors 
Strategies - how 
they change a 
situation, reframe a 
situation, or reduce 
the stress brought 
on by a situation to 
persist and 
succeed 
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Table M3 
 
4 S’s and Metaphorical Capital 
 
Theoretical Codes  
(RQ 2) 
Social Capital - 
relationships in the 
family, form of 
exchanges, social 
obligations and 
symbols, support, 
and access to valued 
resources 
Cultural Capital - family 
background (i.e. 
parents’ education 
attainment), career 
aspirations, and 
membership in social 
and cultural 
organizations or groups 
Human Capital - 
knowledge, habits, 
social and personality 
attributes, including 
creativity, embodied 
in the ability to 
perform labor to 
produce economic 
value 
Situation - Length of 
employment since 
graduation, decisions to 
move forward to 
graduate level studies, 
and personal 
circumstances 
Examples from participant data referenced here 
Self - Emotional coping 
skills; characteristics 
and demographic 
makeup of the 
individual, including the 
influence of value 
orientation and cultural 
norms 
Support - people or 
institutions; family, 
friends, programs in 
college, networks, 
professors, mentors 
Strategies - how they 
change a situation, 
reframe a situation, or 
reduce the stress 
brought on by a 
situation to persist and 
succeed 
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Appendix N:  Themes, Categories, and Codes 
 
Table N1 
 
Emergent Themes from Participant Data 
 
Themes Categories Codes 
Expectations  a. As factors in Decision-Making 1. Unspoken/Cultivated Expectations 
2. Self-imposed/Assumptions  
3. Financial Fidelity  
4. Growing Independence 
b. Thinking Ahead 5. High Achievers 
6. Strategizers 
Epiphany   c. Transitions 7. Learning from Life Moments 
8. Course of Study/Major Changes 
9. Relocation 
d. Career Tracks 10. Role of Career Services  
11. Career Development 
12. Advice from Advisors 
Experience   e. Preparation beyond Academics 13. Internships 
14. Role of Relatives 
15. Social & Cultural Environment 
f. Networking & Work Experience 16. Job Search Prep  
17. School & Work  
18. Securing a Job 
19. Ease of Employment & Accommodations 
 
Table N2 
 
Emergent Themes and the Transition Model 
 
Theme (Level 3) Categories (Level 2) Code (Level 1) 4 S’s 
Epiphany Transitions 7. Learning from Life Moments Situation 
Experience Preparation beyond Academics 15. Social & Cultural Environment Situation 
Expectations As factors in Decision-Making 3. Financial Fidelity  Situation 
Experience Networking & Work Experience 17. School & Work  Situation 
Expectations As factors in Decision-Making 1. Unspoken/Cultivated Expectations Self 
Expectations As factors in Decision-Making 2. Self-imposed/Assumptions  Self 
Expectations As factors in Decision-Making 4. Growing Independence Self 
Expectations Thinking Ahead 5. High Achievers Self 
Expectations Thinking Ahead 6. Strategizers Self 
Epiphany Career Tracks 12. Advice from Advisors Support 
Epiphany Career Tracks 10. Role of Career Services  Support 
Experience Preparation beyond Academics 14. Role of Relatives Support 
Experience Networking & Work Experience 16. Job Search Prep  Support 
Experience Networking & Work Experience 19. Ease of Employment & Accommodations Support 
Experience Networking & Work Experience 18. Securing a Job Strategies 
Epiphany Transitions 8. Course of Study/Major Changes Strategies 
Epiphany Transitions 9. Relocation Strategies 
Epiphany Career Tracks 11. Career Development Strategies 
Experience Preparation beyond Academics 13. Internships Strategies 
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Appendix O: Invitation to Review Participant’s Own Profile 
 
Hello, 
 
Thank you again for participating in my study. Please take a moment to review the 
profile below and let me know if you have any changes. Your name will not be included 
in any of the documents; you have been assigned a pseudonym and that what will be 
used in my dissertation when referencing your data. 
 
If you have no changes, please respond to acknowledge you received this message 
and affirm you have no changes. 
 
Kind Regards, 
 
LaDessa 
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Appendix P: Study Participant Profiles 
 
Table P 
 
Profiles of Study Participants in the College-to Career Transition 
 
P# 
Participant 
Pseudonym Major 
Graduation 
Year Work Status Education Status 
1 Annie Psychology 2017 Work F/T Seeking admission to GS 
2 Yvonne Communications 2018 Work F/T Seeking admission to GS 
3 Adele Biomedical 
Sciences 
2013 Work F/T Not enrolled or seeking 
enrollment 
4 Kendra Health Sciences 2016 Work P/T F/T Grad School 
5 Aria Biochemistry 2018 Seeking 
Employment 
F/T Grad School 
6 Jessica Health Sciences 2018 Work F/T Seeking admission to GS 
7 Megan Biology 2018 Work P/T Seeking admission to GS 
8 Chloe Mass 
Communications 
2018 Work F/T Not enrolled or seeking 
enrollment 
9 Jewel Political Science 2016 Unemployed/
Not seeking 
F/T Grad School 
10 Desiree Communications 2018 Work F/T Seeking admission to GS 
11 Autumn Integrated 
Studies 
2018 Seeking 
Employment 
Seeking admission to GS 
12 Christian Mass 
Communications 
2014 Work P/T Seeking admission to GS 
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